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Abstract 
The purpose of this thesis was to explore how knowledge gained during taught Masters in 
Human Resource Management (MSc HRM) programmes was transferred into working 
organisations, whether knowledge gained from academic study could be transferred if 
individuals were motivated to transfer and if organisations had a culture that was 
receptive to transfer.  The term knowledge transfer was defined as sharing of information 
between one individual and another individual or group.  This study looked at the 
perceived value of Human Resource (HR) knowledge within organisational contexts, 
with a focus on how knowledge flowed and what facilitated or blocked that flow.   
 
A ‘two-tailed’ case study approach was taken using a social construction methodology 
and was applied across three University Centres, utilising students studying on MSc 
HRM programmes and their respective work organisations, plus Operational Managers 
within the same geographical boundaries.  Data was gathered using qualitative methods 
and analysed thematically. 
 
A key finding of this study was that knowledge gained from MSc HRM programmes is 
valued within organisational contexts.  HR professionals effectively transferred 
knowledge into their organisational functions and amongst workplace communities and 
via wider networks, in a homogenous manner.  However, the study also found that 
transfer of knowledge across work boundaries, via heterogeneous workplace 
communities, was less effective.  Individual willingness to transfer knowledge was found, 
but issues linked to organisational culture such as politics, power and structure was found 
to influence the extent of knowledge transfer activities.   
 
It was evident that in order for knowledge transfer to be effective an organisational 
culture based on mutual support and understanding was required.  If an organisation had 
a culture focused on Key Performance Indicators (KPI) that reinforce knowledge transfer 
across team boundaries then heterogeneous workplace communities emerged.  
Organisations that deliberately focused on knowledge transfer evidenced a greater ability 
to transfer knowledge across organisational functions; this strategy was beneficial to 
organisational growth.   
 
This study concluded that building on workplace communities and managing a deliberate 
introduction of heterogeneous workplace communities enabled MSc HRM acquired-
knowledge to be transferred cross organisationally.  Although this study focused on the 
transfer of knowledge from MSc HRM programmes the concept behind using workplace 
communities to transfer and build knowledge could potentially be transferable to other 
disciplines. 
 
Two further areas of research were identified: firstly, action research within University 
Centres to ascertain the benefit of cross-discipline teaching, secondly, analysis of an 
organisation with a heterogeneous community design. 
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Chapter 1: Introduction  
 
1.1 This research explored how MSc HRM acquired-knowledge transfers across intra-
organisational boundaries, was influenced by organisational and individual factors and 
could not be assumed to happen automatically. 
 
1.2 Context of Research Study 
 
Prior to this study I worked at a University Centre as a curriculum leader for Chartered 
Institute of Personnel and Development (CIPD) programmes, with responsibility for 
managing the design and delivery of CIPD approved MSc HRM programmes.  CIPD 
approval requires that MSc HRM programmes are mapped into their advanced level 
professional standards; this ensures consistency of delivery and assessment across all 
CIPD approved Centres.    
 
In terms of the programmes I managed, I was confident that CIPD and University 
standards were adhered to and students achieved those standards; assessment, moderation 
and verification all indicated everything was working well.  I was less clear, however, 
about what students were taking away from their MSc HRM studies back into their work 
environments.  Through anecdotal evidence, gathered as part of tutorials and classroom 
discussions with MSc HRM students, I was aware how they used their MSc HRM 
acquired-knowledge when they went back to work.  Sometimes positive stories emerged; 
students described how their newly acquired knowledge was valued and their 
professional standing had grown.  However, other students told how their knowledge was 
not valued or used and sometimes there were also stories of barriers being in place that 
prevented them transferring MSc HRM acquired-knowledge into the workplace.  
Although this information was anecdotal I felt that it brought into question the rationale 
behind my teaching; I was, after all, delivering a programme that aimed to link into 
students’ working lives, aimed at adding to students’ level of knowledge and facilitating 
their ability to transfer MSc HRM acquired-knowledge within wider organisational 
communities. 
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A Confederation of Industry (CBI 2009) report emphasised the value of academic and 
work organisations engaging with one another to develop skills, at undergraduate level, 
which would be of value within work environments.  This was followed by a CBI (2012) 
report which focused on postgraduate programmes and cited a need for strong 
partnerships between business and education as being vital to drive business growth 
forward.  This strong mutual interest, they felt, would result in University programmes 
being aligned to business needs and curricula being informed by relevant industries.  The 
need for links between academic and work environments was further reinforced by 
research undertaken by Artess et al (2014) into the value of Masters level qualifications 
within work environments.  They found that organisations required students to have 
acquired knowledge which could be practically applied.  However, they also found that 
the value Masters level qualifications brought into a work environment was not fully 
understood by managers; academic institutions had, they felt, to more clearly articulate 
how taught programmes could enhance work performance.  Whilst Hart et al (2013) 
discussed Community-University Partnerships and Kalika et al (2016) graduates acting as 
ambassadors for their University within workplaces.  The value higher education added 
to work environments was being increasingly scrutinised by industry in the form of the 
CBI, in order to ensure students at both undergraduate and postgraduate levels had 
knowledge that was relevant to businesses.  Failure by Universities to show how their 
programmes enhanced work environments could result in a decline in the relevance of 
higher level qualifications in terms of career planning.    
 
I felt that I had a duality of perspective, both academic and business, as I worked in an 
academic setting and was also a manager.  This duality led me to question, from both 
perspectives, how HRM acquired-knowledge was filtered from taught MSc HRM 
programmes back into work environments.  My personal experience of transferring 
knowledge between academia and work environments strengthened this questioning.  I 
come from a work-based background and obtained my qualifications whilst working full 
time.  Whist studying, and subsequently, my knowledge had been valued and utilised 
within my working environments.  When I moved into an academic environment I had 
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been confident that transfer of knowledge back into work environments would 
automatically happen.  However, some of the stories I heard from students raised concern 
that this was not the case; evaluation of how, or even if, that knowledge was used within 
work environments did not appear to be undertaken in an empirical manner. 
 
Part of my epistemological assumption, within my teaching role, was that knowledge 
transfer was ‘a series of acquisition events’ (Hager and Hodkinson 2009 p. 620), 
undertaken as part of a pedagogical curriculum.  This, together with CIPD’s requirement 
for continuous professional development (CPD) (CIPD 2015a), I felt, would ensure MSc 
HRM acquired-knowledge was transferred into work environments.  However, an MSc 
HRM qualification gives a measure of how much an individual has learnt and can recall; 
it does not measure the amount of knowledge that is transferred into an organisation, or 
how MSc HRM acquired-knowledge is utilised within work environments. 
 
CIPD is the professional body for HR professionals within the UK and has over 135,000 
members (CIPD 2015b) consisting of individuals working in HR and Learning and 
Development (L&D).  In terms of the number of individuals working within HR and 
L&D in the UK, CIPD membership has been assessed as about a third of the total number 
(Xpert HR 2015).  Levels of CIPD professional membership are split into three, 
Associate, Chartered Member and Chartered Fellow, reflecting work-related roles 
(definitions of CIPD membership criteria are outlined within appendix 1 for information).  
MSc HRM programmes focus on knowledge required for the highest level of 
membership, Chartered Member/Fellow.  When looking in more depth at the criteria for 
Chartered Member/Fellow, it was apparent that transfer of knowledge was a vital 
component for membership.  For both Chartered grades CPD was highlighted as a 
requirement, with Fellow being required to act as an example of good practice, and 
Member showing that they were involved in actively planning their CPD (CIPD 2013).  
These links to learning and knowledge were reinforced with reference to being expert and 
specialist at both levels: Members being required to support business development and 
Fellows leading that development.  Chartered Fellows are required to link into the 
creation of a culture of continuous learning (CIPD 2013), indicating that they should be 
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actively engaged in organisational learning and dissemination of knowledge.  CIPD 
requires HR managers to strive to ‘educate a class of business leaders who are also able 
to see business as an applied HR discipline’ (CIPD 2010 p.6).  However, as the required 
level of knowledge was delivered and measured in an academic environment, outside the 
orbit of organisational contexts, there was a danger that it could be isolated from 
organisational needs.  This danger was, I felt, being articulated by some of my students. 
 
In order to clarify this I felt it was necessary to undertake a study which focussed on 
Chartered Member/Fellow levels; CIPD’s professional standards for those levels are 
mapped into the Qualifications Framework at postgraduate level (level 7) and, therefore, 
informed the MSc HRM programmes on which I taught. 
 
1.3 CIPD Approved University-based MSc HMR Programmes 
 
As this study commenced the process for Universities to become CIPD approved centres 
required that a University apply to CIPD for approval; this involved validation of a 
University’s appropriate level 7 HR qualification to ensure that CIPD’s professional 
standards were mapped within the curriculum: usually an MSc HRM programme.  A 
partnership between Universities and CIPD ensured maintenance of both academic and 
professional standards within the qualification.  MSc HRM programmes are managed by 
Universities and link into their academic quality standards for curriculum development 
and assessment, with learning outcomes mirroring CIPD’s professional standards 
framework.  CIPD undertakes periodic reviews of programmes and Universities inform 
CIPD of any programme changes as they occur.  There is also an informal link between 
University Centres and local CIPD branches, run by volunteers, with a professional 
advisor appointed to assist University staff with professional matters; this ensures that a 
balance between academic and professional input is maintained.   
 
It was noted, at this point, that CIPD also approve external training providers to deliver 
qualifications linked to their Chartered Member/Fellow criteria; these qualifications are 
certificated by the CIPD and not via a University.  Therefore, they are not certificated by 
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a University as well as linking into CIPD Membership criteria.  In order to ensure a 
consistent starting point, this research focused on CIPD approved MSc HRM 
programmes run by University Centres. 
 
Universities are responsible for designing curricula and ensuring knowledge is gained by 
students (CBI 2009, Artess et al 2015, CIPD 2015c).  However, prior to this study 
commencing, I found that Universities were not always seen, by businesses, as sources of 
relevant organisationally-contextualised knowledge.  Research undertaken by McKenzie 
et al (2002), into the relevance of academic marketing journals to practitioners, indicated 
that ‘a schism between academic and practitioners’ (p.1196) existed, also noted by Tapp 
(2004), who discussed academics involved in management research, and Parker et al 
(2011) in academic accounting research.  Tapp (2004) felt that a focus in management 
journals on methodological soundness offered no insights that assisted practitioners.  
There was a theme running throughout McKenzie et al (2002), Tapp (2004) and Parker et 
al (2011), which suggested that academic research and journals were considered 
exclusive and inaccessible to those within work-environments.  Foray and Hargreaves 
(2003) posited that the production of knowledge within the education sector might be 
slow in comparison to practice; whether this was an accurate reflection or not of the 
actual relationship between academia and work environments could not be gauged.  It 
did, however, raise concern that academic research was not reaching practitioners in an 
accessible format, perhaps reinforcing Boddy’s (2007) point of view that there was ‘a 
vicious circle of research orientation to the exclusion of business relevance’ (p.219) 
within academia.  If academia, academic journals (Parker et al 2011) and perhaps 
academics, were considered elitist and not relevant to practitioners, then academic 
knowledge might be seen in the same way.  This perception might, therefore, include 
knowledge acquired via University-based programmes.  However, as I work within 
academia and do not feel that I or my colleagues behave in a manner which could be 
described as elitist, the perception rather than the behaviour might also prevent MSc 
HRM acquired-knowledge being utilised within work environments. 
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As a manager of MSc HRM programmes, this raised two issues.  Firstly, I was unable to 
assess the level of MSc HRM acquired-knowledge that was transferred into work 
environments, either by individual behaviours or performance within their organisations, 
as my remit ended when students graduated.  Secondly, I was unable to judge whether 
resistance to academic knowledge was a key element in barriers to MSc HRM acquired-
knowledge transfer described by my students; I had to rely on anecdotal evidence 
acquired in a random and ad-hoc manner.   In order to ascertain if and how MSc HRM 
acquired-knowledge was transferred and used in work environments, research into 
organisational learning and how it was influenced by academic input was required.  The 
irony of this position was not lost on me; I knew that I would also have to consider how 
findings from doctorial research could be disseminated to practitioners whilst avoiding it 
being seen as either elitist or lacking practical relevance. 
 
1.4 Pre-research Position 
 
Anecdotal evidence from MSc HRM students indicated that person specifications for 
senior roles within HRM have a requirement for CIPD approved postgraduate diploma in 
HRM; such programmes were mapped against CIPD’s professional standards and 
delivered by approved Universities.  In terms of MSc HRM programmes there were three 
aspects that were accepted in terms of this study.  Firstly, it was felt that the robustness of 
CIPD’s professional standards did not need to be questioned, in as much as they meet the 
requirements of the professional body; CIPD set their professional standards based on 
their own research into the needs of HRM (CIPD 2015a).  Secondly, CIPD’s validation 
process, undertaken in conjunction with University Centres, ensured that MSc HRM 
programmes were mapped against their standards and the robustness of University 
Centres’ internal processes in relation to assessment, moderation and verification was 
taken to be appropriate.  Thirdly, that all CIPD approved University Centres running MSc 
HRM programmes delivered against a set of learning outcomes that were mapped into 
CIPD’s professional standards as required by both CIPD and programme validation.   
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1.5 Research Question 
 
This research was designed to explore how knowledge acquired from taught MSc HRM 
programmes is transferred into and disseminated across, workplace environments via HR 
Departments. 
 
1.6 Research Aims 
The research question was broken down into the following aims:  
 
1. Explore how MSc HRM acquired-knowledge transfers into HR departments 
within workplaces. 
2. Consider the extent to which, if at all, MSc HRM acquired-knowledge is 
further disseminated from HR departments across intra-organisational 
boundaries. 
3. Review which organisational factors, such as culture, politics and 
organisational design, facilitate or hinder MSc HRM acquired-knowledge 
transfer across workplace environmental boundaries. 
4. Consider what drivers motivate MSc HRM students to transfer acquired-
knowledge into and across workplace environmental boundaries. 
 
1.7 Research Objectives 
 
With the following supporting research objectives: 
a. Undertake a literature review into knowledge management, knowledge 
transfer, organisational factors that influence knowledge transfer and 
motivational drivers to transfer knowledge.  
b. Develop a research methodology based on social construction and informed 
by the literature revised for this study. 
c. Undertake fieldwork using MSc HRM students studying in their final year at 
three CIPD approved University Centres as an initial research population. 
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d. Approach those students’ workplace organisations to facilitate access to 
diverse organisational contexts. 
e. Undertake a focus group with Operational Managers from exemplar 
organisations within two regions of England to consider dissemination of 
knowledge from HR departments into a wider organisational perspective. 
 
1.8 Summary 
 
This study focussed on CIPD approved MSc HRM programmes; CIPD (2015a) stated 
that these qualifications were valued by employees, were clearly linked into HRM 
practice and were developed in collaboration with businesses, academics and HRM 
professionals.  MSc HRM programmes were, therefore, designed to fulfil CBI’s (2009, 
2012) requirement for higher education qualifications that meet the needs of business.  
 
In order to ensure that bias was mitigated from the research prior to starting it was 
decided to focus on part-time taught MSc HRM programmes run by CIPD approved 
University Centres.  Students studying on these programmes were usually sponsored by 
their employers to attend University on a day-release basis.  This meant that changes in 
behaviour could be more clearly linked to MSc HRM acquired-knowledge.  Full time 
students who left education and joined an organisation would also transfer MSc HRM 
acquired-knowledge but evaluation of this would have been blurred by changes in team 
dynamics due to their arrival. 
 
In order to ensure clarity, relevant organisational and knowledge transfer issues needed to 
be explored as part of a review of relevant academic literature, which was used to inform 
the research methodology.  This literature review follows in Chapter 2.  
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 Chapter 2: Literature Review. 
 
2.1 Introduction 
 
In order to locate this study within academic discourse it was necessary to review 
significant literature relating to knowledge management, transfer and organisational 
learning.  A search of academic journal databases was undertaken using key words, 
knowledge management, knowledge transfer, organisational learning, HR-knowledge, 
communities of practice.  This search generated a large number of sources, however, 
upon closer examination the more contemporary sources tended to focus on the use of 
CITS to manage and transfer knowledge within organisational contexts.  As this study is 
based around individuals transferring knowledge, sources that appeared to focus on CITS 
rather than individuals were not considered as totally relevant.  This research required a 
focus on two perspectives, individual and workplace, as organisations were the context 
within which knowledge transfer occurred (Curado 2006).  Individual aspects related to 
the content of what had been learnt, individual work identity and incentives to learn.  
Illeris (2011) described the content of learning as relating to not only knowledge and 
skills but also social and emotional factors.  Content, therefore, was more than a 
qualification, MSc HRM for example; it also included individual perspectives and ways 
of ‘acting and re-acting’ (Illeris 2011 p.14).  This latter aspect linked clearly into 
incentive or motivation; Illeris (2011) used incentive in terms of individuals’ willingness 
to learn, however, it also needed to be considered in terms of their willingness to transfer 
knowledge (Iyer and Ravindron 2009). 
 
Work-related aspects covers work environments, that which Illeris (2011) calls 
production.  However, Illeris’s (2011) production element appears to be lacking in terms 
of organisational design and development such as learning conditions, organisational 
structure, communications and management.  The term production for such a large 
proportion of work-related activities did not seem to be sufficiently nuanced and appears 
to link primarily to work-related output.  Linking Illeris’s (2011) production aspects with 
Johnson et al’s (2005) cultural web allows for wider panoply of issues to be incorporated 
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within workplace activities, linking decision making, applying and transferring 
knowledge, and soft cultural issues (Johnson et al 2005).  This also allows for the 
inclusion of workplace communities (Illeris 2011), which relate to communities of people 
who work within organisations, communities which facilitate organisational learning 
(Wenger et al 2002). 
 
Literature needed to inform this thesis, therefore, fell into three distinct but inter-related 
knowledge management areas: firstly, organisational factors influencing learning and 
knowledge transfer; this aspect incorporated Johnson et al’s (2005) culture and Illeris’s 
(2011) production as well as other organisational issues such as strategy (Martensson 
2000), power (Greiner et al 2007) and the use of CITS (Lang 2004).  Secondly, 
individual incentives and motivation to learn and transfer knowledge needed to be 
considered as well as emotional issues (Illeris 2011) and thirdly, community aspects that 
influence knowledge transfer; this includes social aspects such as communities of 
practice (Lave and Wenger 1991, Wenger 1998, Wenger et al 2002) and social and 
workplace communities (Illeris 2011). 
 
2.1.1 Learning and Knowledge 
Illeris’s (2011) model of workplace learning refers to learning, as do many other of the 
theories reviewed for this section.  However, many (see for example Bennett 2001, 
Kakabadse et al 2003, Weldy 2009) also refer to knowledge in what initially might 
appear to be an interchangeable manner, particularly when dealing with texts relating to 
work-related learning.  In terms of this literature review the terms learning and 
knowledge are used to reflect the theories used as a basis for this research.   
 
Rowley (2000) clears away some of the hyperbole around the concept of what knowledge 
means by using dictionary definitions for learning and knowledge; she acknowledges that 
these terms are closely associated and there is an ‘intimate relationship’ (p.9) between 
them within an individual.  Using Rowley (2000) as a starting point it was first necessary 
to define what learning meant; Compact Oxford English Dictionary (2005) defines 
learning as ‘knowledge … gained through study or by being taught’ (p. 578).  This 
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definition appears to indicate that the act of learning can be defined as a process with 
knowledge as a product.  This reflects Ward and Peppard’s (2002) DIKAR model where 
data is gathered in the form of facts, then processed into information to indicate 
understanding, turning into knowledge once it has been interpreted in a meaningful and 
relevant manner (Jasimuddin 2012).  Learning covers the first three aspects of the 
DIKAR model (Ward and Peppard 2002), with the latter two elements, action and results, 
carrying learning into the sphere of knowledge.  This view is reinforced by Beazley et al 
(2002) who add competency and wisdom to a continuum which starts with data, 
information and knowledge.  Harrison (2009) argues that although learning itself is an 
individual activity, a view also espoused by Illeris (2011), there is no longer a separation 
between learning and doing; that which has been learnt is seamlessly transferred into that 
which is done, the doing stage being either an individual or group activity, moving 
seamlessly into knowledge.  There appears to be consensus developing, within literature 
reviewed, that learning is the acquisition of knowledge via experience, study or teaching.  
Using this as a definition allows for taught aspects of MSc HRM programmes to be 
covered within the definition as well as workplace experiences.  As students on MSc 
HRM programmes are working whilst studying, categorising what they learn from their 
University studies separately from what they absorb within work environments is not 
possible. 
 
Knowledge is, therefore, a product of learning; the application and transfer of learning 
(Long 2001) within the workplace (Illeris 2011) mirroring Nonaka’s (1991) assertion that 
knowledge is a commodity.  If knowledge is a product of learning the process might stop 
at that point; an individual learns and acquires a certain level of knowledge.  However, as 
Nonaka (1991) indicates that knowledge can be transferred or hoarded by individuals and 
teams, the process is not complete until transfer of knowledge takes place (Foray and 
Hargreaves 2003).  If knowledge is considered to be public goods (Foray and Hargreaves 
2003), which are enriched when transferred, then the transfer process is a vital element of 
both learning and knowledge.  The public goods aspect requires all within a specific 
domain of knowledge to have access to the product; this appears to indicate that unless 
individuals engage in knowledge transfer activities there will be stagnation.  Knowledge 
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is, therefore, held by an individual or group (Illeris 2011) who choose to transfer or not; 
knowledge exists outside of transfer processes but is not utilised until transfer takes place.  
Knowledge appears to be a key component of definitions around learning, learning 
leading to acquisition of knowledge, with the acquisition and transfer of knowledge being 
closely intertwined (Harrison 2009).  Knowledge is more than learning; it is the 
application of learning (Long 2001) which leads to synthesis and, possibly, new 
knowledge.  Knowledge is that which an individual knows, the theoretical understanding 
gained via a learning process and unique to each individual.   
 
2.2 Organisational Factors Influencing Learning and Knowledge transfer 
 
Workplace organisations exist for specific purposes, either production of goods, or 
delivery of services, or service to the community, depending on the sector within which 
they sit; organisations are designed to meet strategic needs (Haberberg and Rieple 2001, 
Johnson et al 2005, Thompson with Martin 2005).  The size of an organisation, its culture 
and strategy all impact on its design and structure.  Managers make decisions based on 
their position within organisational hierarchies, which also reflect their level of power.  
All of these factors are designed to ensure the continuing existence of the organisation; 
knowledge transfer activities are designed to support this, with learning directed towards 
organisational goals (Wagner 2003).  However, it is difficult to identify fits and 
consequent misfits between organisational knowledge transfer processes, organisation 
design (Curado 2006) and organisational goals, as within organisations there are a variety 
of opportunities (Beckett and Hager 2002) for learning to take place (Illeris 2011).  For 
organisations to succeed in terms of continued existence it is necessary for them to adapt 
and learn; this requires continuous change, an ability to learn from both internal and 
external environmental changes (Senge 1990, 2006) and to gain maximum competitive 
advantage (Altman and Iles 1998).  In order to remain at the forefront in terms of 
organisational strategy, organisations need to ensure they have the capacity to harness 
employees’ capabilities and develop their desire for knowledge (McLaughlin et al 2008).  
Organisations which transform themselves, by using organisational design and learning 
theories at individual, team and organisational levels, enable their strategy to be driven 
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forward (Senge 1990, 2006).  This requires an organisational orientation (Smith 2004) 
towards knowledge transfer, which requires space within organisational strategy and 
design, to allow individuals to learn and reflect, ‘common cogitative ground’ (Nonaka 
1991 p.102).  In such an environment (Nonaka 1991) it is possible for individuals to 
receive new knowledge and interpret it to meet their own situations.  Turning theoretical 
know-why (Sanchez and Heene 1997) into practical know-how and, finally, strategic 
know-what. 
 
2.2.1 Strategic Direction  
If it is accepted that knowledge is a key element in competitive advantage (Wagner 2003) 
then it is vital that organisations’ focus is on knowledge management activities 
(Pemberton and Stonehouse 2000, Rhodes et al 2008), with knowledge being transferred 
into workable practices that sustain organisational strategy.  Strategy needs to be 
supported by a clear shared vision (Senge 1990, Pemberton and Stonehouse 2000, Hall 
2001, Griener et al 2007, Rhodes et al 2008, Choo and Alvarengo Neto 2010) which 
allows knowledge transfer to take place.  This facilitates knowledge transfer activities 
that are tightly linked to organisational objectives, with clear strategic direction driving 
knowledge transfer processes and the vision and strategy linked into operational aims and 
objectives to ensure individuals and teams are learning and transferring knowledge that 
adds value to their organisations (Greiner et al 2007).  Clear links throughout an 
organisational hierarchy ensures delivery of business strategies across all organisational 
levels with senior managers interpreting what knowledge supports the strategic direction 
(Martensson 2000).  If individuals employed, for example, within an HR department, do 
not feel that transferring knowledge is part of their job role then the links are broken.  
However, there is another aspect to organisational strategy which impacts on knowledge 
transfer, that being emergent strategies.  Emergent strategies (Haberberg and Rieple 
2001, Johnson et al 2005, Thompson with Martin 2005) evolve from day-to-day routines 
carried out by individuals leading to activities resulting in incidental learning as a by 
product (Marsick and Watkins 1990).  As knowledge-based resources are mainly 
intangible and dynamic (Curado 2006) and often developed in an idiosyncratic manner, 
they are likely to emerge from within organisational processes.  These activities and 
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incidental learning can either reinforce a deliberate strategy or hinder it.  An emergent 
strategy works within the behaviours and assumptions embedded within organisations, 
which can be summed up as the way things are done, the organisational culture (Johnson 
et al 2005).  In order for organisational expansion a culture that allows for adaptation and 
growth is required (Senge 1990, 2006), one which adapts and allows for knowledge 
transfer to take place, one which encourages shared values and behaviours in relation to 
knowledge transfer activities (Wagner 2003, Whittington and Dewer 2004), where 
knowledge is transferred via problem solving (Wenger 1998), and where experimentation 
is allowed (Kakabadse et al 2003).  Individuals and teams are, therefore, able to make 
and test assumptions within their work environment and develop personal mastery (Senge 
1990, 2006); this allows for the creation of new knowledge (Kakabadse et al 2003) and 
its transfer across organisational boundaries, engendering a willingness to actively 
engage in knowledge transfer activities.  
 
Whatever means and methods an organisation uses to decide on its strategy, its prime 
rationale is continued organisational success, which means organisations must work 
collaboratively (Hall 2001) to ensure knowledge integration (Lang 2004) which is at the 
heart of growth and survival.  Such collaboration requires knowledge creation (Nonaka 
1991), social relationships (Choo and Alvarengo Neto 2010), and shared values and 
direction (Hall 2001). 
  
2.2.2 Organisational Culture 
Although strategy sets the direction for organisations, work environments need to be 
conducive to learning.  They need to consist of a culture that engenders openness in 
communication, effective leadership and peer support within a framework of shared 
vision and values (Whittington and Dewer 2004).  This leads to the required level of 
trust, across organisational boundaries, needed to motivate individuals to transfer 
knowledge.  There is a duality to organisational culture.  It may be formal, decided and 
driven by a senior management team, or informal, emerging from the behaviours of 
employees; it is linked to the way of organisational life (Bruner 1990) and based on a 
shared reality of those employed by the organisation.  Within an overarching 
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organisational culture (Johnson et al 2005) there are sub-cultures which are varied, and 
cover a number of different elements such as geographical location or organisational 
function.  One such sub-culture should be knowledge transfer.  However, for learning to 
be situated within a cultural setting (Bruner 1990), and ensure organisationally effective 
knowledge transfer sub-cultures exist, it is vital that there is clear alignment between 
what knowledge is transferred and organisational strategy.  An organisational paradigm 
which supports knowledge transfer can only exist if it is supported by cultural norms 
(Johnson et al 2005) and focuses on how individuals create and transform meanings 
within their cultural communities (Bruner 1990).  A culture where experimentation is 
actively encouraged (Bennett 2001), where failure is an acceptable outcome, providing 
learning takes place, and is fed back into relevant processes, to ensure future success, is a 
learning culture.  Organisations that fail to adopt a culture that supports knowledge 
transfer, fail to gain maximum competitive advantage (Altman and Iles 1998).  Sub-
cultures also exist within disciplines, such as HR, or functional teams, and can lead to 
cultural boundaries which need to be crossed if knowledge transfer is to take place.  
Boundaries, be they cultural or functional, create sub-cultures where those on the inside, 
whose reality is linked to their team or function, communicate effectively, whilst those on 
the outside have a different reality making cross-boundary communications difficult. 
 
Organisational culture contains both hard and soft organisational practices (Johnson et 
al’s 2005).  Hard issues are those laid down by an organisation and controlled by 
managers at organisational level: power structures, organisational structures, control 
systems.  Illeris (2011) uses the term ‘production’ to cover these aspects within his 
workplace learning model.  These aspects are decided by organisational senior 
management in order to meet strategic, operational and implementation needs of 
businesses.  Within this framework a formal power structure is embedded: the chain of 
command and span of control within which staff sit.  However, this hard aspect is not the 
only manifestation of power within organisations; there is also informal or hidden power 
that runs along side formal structures.  This informal power is held by experts, those with 
knowledge, both tacit and explicit, who know how to get things done on a day-by-day 
bias.  They link into formal structures, whilst using their tacit knowledge if and when 
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formal structures inhibit their ability to get things done.  Formal organisational structures 
may, therefore, either facilitate or inhibit knowledge transfer depending on the taken for 
granted assumptions that inform cultural norms.  These aspects will be discussed in more 
depth when reviewing organisational design and individual motivation as power 
dynamics are influenced by and influence in both cases. 
 
Soft cultural issues are reflected by elements entitled routines and rituals, stories and 
symbols (Johnson et al 2005).  Routines and rituals are not designed and developed by an 
organisation in the same way as control systems, rather they are developed by staff to 
exert influence or power.  For example, within a hypothetical HR team it might be seen 
as politically advantageous to withhold some knowledge, perhaps to ensure HR are 
included within future decision-making processes.  This withholding might become 
routine; other functions then perceive the HR team as being unwilling to transfer 
knowledge which could lead to a culture where the HR team are isolated and only 
contacted when their explicit knowledge is required.  The exertion of power for political 
reasons influences culture and inhibits wider knowledge transfer activities.  Alternatively, 
where knowledge transfer receives positive feedback, a knowledge creating spiral 
(Nonaka 1991) manifests itself, influences culture and knowledge transfer activities are 
enhanced. 
 
Organisational culture is perpetuated by story-telling (Johnson et al 2005); within an 
organisational context, stories consist of transferring knowledge and information in a 
narrative form (Peet 2011) allowing for the ebb and flow of tacit knowledge to meet 
organisational needs (Jasimuddin 2008).  However, it also includes descriptions of 
behaviours within an organisation, by managers as well as peers.  Stories are also used by 
organisations to reinforce organisational goals (Basten 2011), are captured within official 
documents and reinforced verbally in meetings and briefings.  From a strategic point of 
view, organisations favour stories that reinforce managements’ priorities and influence 
culture, whilst stories not deemed to be favourable to management are suppressed 
(Basten 2011): the role of organisational stories being both descriptive and affirmative 
(Geiger and Schroyogg 2012).  Emergent organisational stories outline successes and 
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failures, as well as behaviours that do not adhere to organisational norms: accepted 
patterns of behaviour and practices.  Stories have, in anthropological terms, always been 
part of human society, where those who held knowledge were revered, and knowledge 
was transferred from generation to generation, each adding experiences to the mix (Long 
2001).  Knowledge was valued and guarded as it meant power and, much in the same 
way as today, there was an unwillingness to transfer knowledge to those who were not 
trusted or part of the tribe. This innate human characteristic continues to manifest itself 
within modern organisations (Garvey and Williamson 2002) and influences motivation to 
transfer knowledge.  The transfer of knowledge from one workplace generation to 
another is formalised within organisational contexts, allowing for culture to be 
maintained, enhanced and passed on (Bruner 1990).  Stories allow people to pass on what 
is important to them within their organisational context (Johnson et al 2005); an 
organisation would find it difficult, if not impossible, to stop emergent stories being 
transferred amongst their workforce in peer-to-peer relationships (Peroune 2007).  
Management need to ensure that stories reflect what is important and relevant to their 
organisation (Thorp 2013).  The reality of organisational stories is that they are 
polyphonic and collectively constructed (Basten 2011), are built dynamically, with small 
stories joining together to inform larger stories from multiple sources.  This collective 
ownership leads to inconsistent and questionable narratives developing (Geiger and 
Schroyogg 2012) which confuse organisational culture. 
 
Organisational culture is a multi-faceted and evolving entity (Johnson et al 2005), linked 
into organisational norms; this makes knowledge transfer complex, as any learning sub-
culture would be influenced by the over-arching organisational culture.  Effective 
organisational culture is one that allows for peer relationships, where knowledge is 
transferred within shared communities (Peroune 2007).  Culture influences how 
individuals perceive knowledge transfer activities and reinforces their role within it 
(Garvey and Williamson 2002).  At an individual level, it influences levels of motivation 
to engage in knowledge transfer activities and trust that such transfer will be beneficial 
(Peroune 2007, Basten 2011). 
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2.2.3 Management Style 
Groysberg et al (2018) map organisational cultures in two dimensions, they posit that a 
learning culture sits within leadership styles that allows people respond flexibly to change 
and interact independently.  This indicates that organisational culture is influenced by, 
and influences, management style.  Management style being the manner in which 
managers behave towards subordinates (Tannenbaum and Schmidt 1973) whilst ensuring 
that tasks are completed.  An effective management style is one that take into account not 
only the tasks but also individual needs and team cohesion (Adair 1979), individual 
needs, including development within teams, need to be encompassed within learning 
communities.   
 
Research into management styles (McGregor 1960, Blake and Mouton 1964) indicate 
that management styles fall into two broad bands, autocratic and democratic, sometimes 
described as participative or consultative (Vroom and Yetton 1973).  An autocratic 
management style tends towards behaviour designed to control and direct using coercion 
and punishment to achieve compliance, McGregor’s (1960) Theory X manager.  Such an 
approach is at odds with Senge’s (1990, 2006) position on what is required to develop a 
learning culture.  On the other hand participative/democratic/consultative management 
styles (McGregor 1960, Blake and Mouton 1964, Vroom and Yetton 1973) leads to 
behaviours where managers allow individuals to work in a self-directed manner, seeking 
rewards linked to their own performance, accepting responsibility and using initiative as 
required to compete tasks, McGregor’s (1960) Theory Y manager.  Such an approach 
encourages individuals to learn and share knowledge to enhance their own performance, 
reflecting Senge’s (1990, 2006) learning organisation theory and Lave and Wenger’s 
(1990) concepts around communities of practice. 
 
Linking organisational culture with management style (Groysberg et al 2018) indicates 
that there is a clear link between the two aspects, management style is linked into 
organisational culture and, therefore, likely to reflect the dominant hegemony rather than 
fight against it.  Therefore, if, as indicted by Senge (1990, 2006), a facilitative 
management style enhances organisational knowledge transfer, then it can be argued a 
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supportive culture (Altman and Iles 1998) with open communication and effective 
leadership (Whittington and Dewer 2004) is appropriate for effective knowledge transfer 
activities: a management style that is participative, democratic and consultative. 
 
An effective management style cannot be measured purely in terms of relationships with 
staff or production (Mullins 2007) it also requires adaption of style to achieve the 
required outputs, a view of leadership styles is posited within contingency theories 
(Fielder 1967, Vroom and Yetton, 1973, Adair 1979, Vroom and Jago 1985).  Not only 
does such an approach link directly into Senge’s (1990, 2006) theory on learning 
organisations, where organisations adapt to meet differing environmental factors, it also 
links into levels of employee satisfaction, which leads to greater productivity (Austin 
2004) 
 
2.2.4 Organisational Design 
Organisational culture is influenced by organisational design, with formal structures 
reinforcing how senior management decide intra-organisational relationships work, 
organisations being designed to ensure the delivery of a strategy (Haberberg and Rieple 
2001, Johnson et al 2005, Thompson with Martin 2005).  Their shape allows for working 
practices that are innovative and lead to improvements, or fixed hierarchies which are 
stuck in bureaucracy (Wenger 1998).  Structures may be based on and defined by, 
geographical location or a recognised skill set, such as HR.  However, structure also 
includes levels of coupling (Weick 1982); an organisation may be tightly or loosely 
coupled.  Coupling has a greater influence on knowledge transfer activities than physical 
organisational structure.  Organisations where functions are closely aligned, with few 
distinctive variables, are tightly coupled (Weick 1982); this leads to mutual commitment 
and intense alliances: tight interdependence (Lang 2004).  Organisations with few 
variables in common and distinctive functional sub-cultures are loosely coupled, leading 
to functional identity: loose interdependence (Lang 2004).  The degree of coupling 
influences social relationships; within tightly coupled organisations social interaction is 
high whereas it is low within loosely coupled ones.   
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The level of coupling is dependent on organisational design and influences knowledge 
transfer, as knowledge integration is dependent on socialisation (Lang 2004, Peroune 
2007).  In tightly coupled organisations there is repeated interaction across functions, 
which leads to mutual co-operation and trust, interactions that have richness of exchange.  
The reciprocity needed to build collegial and special peer relationships (Peroune 2007) is 
in place.  A bounded solidarity (Lang 2004) is developed where common problems are 
solved; this leads to incremental knowledge transfer where new knowledge is integrated. 
Within tightly coupled organisations knowledge acquired from MSc HRM programmes 
would be incrementally transferred into and across an organisation.  Due to the high level 
of social interaction tight coupling also allows for flexibility in knowledge transfer 
activities, where knowledge transfer allows for complementary and jointly created 
solutions to emerge.  Loose coupling leads to arm’s length relationships (Lang 2004) and 
instrumental knowledge (Lang 2004) transfer with knowledge at information peer 
relationships (Peroune 2007), explicit and codified, with calculated levels of trust and low 
levels of reciprocity.  
 
An HR team requires knowledge transfer activities to be at both incremental and 
instrumental levels.  Incremental allows for new knowledge, from MSc HRM 
programmes and legislative changes, to be transferred quickly, whereas instrumental 
ensures policies and procedures are consistent, explicit and widely available.  Within HR 
teams internal coupling is tight as there is a high level of reciprocity to solve team 
problems.  However, cross-organisational coupling might be loose and at arm’s length.  
HR functions need a combination approach based on collective expectations and jointly 
created solutions.  Lang (2004) called this approach combinative knowledge integration, 
however, she states it needed to have tight coupling and low social embeddedness.  The 
social capital and level of trust in such an arrangement leads to enhanced information 
peer relationships rather than the collegial or special (Peroune 2007) peer ones needed for 
effective knowledge transfer. 
 
Whatever the design of organisations, be it geographical/functional or tightly/loosely 
coupled, boundaries need to be crossed if cross-organisational knowledge transfer is to 
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take place.  Organisational structures do have an influence on knowledge transfer 
activities (Albers and Jerk 2004, Curedo 2006).  Mechanistically designed organisations 
were formalised and controlled, which leads to low levels of interaction and knowledge 
integration (Curedo 2006); there is less need to transfer tacit knowledge in order to 
perform workplace tasks.  Organically designed organisations are less formal and 
decentralised which requires higher levels of social interaction and increased knowledge 
integration, due to the lack of formal structures and decentralised nature; tacit knowledge 
needs to be transferred in order to ensure effective job performance.  Workplace 
organisations tend to be pluralist in nature which leads to decentralised structures of 
teams and departments (Jewson 2007), which implies that their organic nature would lead 
to high levels of socialisation and knowledge transfer for effective performance.  
However, such a structure also leads to the formation of clusters or cliques of knowledge, 
power and influence, within vertical structures, with managers driven to maximise 
productivity in order to meet KPI.   
 
Horizontal knowledge transfer practices, across organisational structures, leads to a 
number of emergent practices which allow for boundary crossing and knowledge transfer 
to occur.  However, horizontal structures are not easily recognised within fixed 
hierarchical structures.  Managers know what is explicitly contained within a structure, as 
symbols (Johnson et al 2005), titles for instance, not only reflect individuals’ position but 
also indicate their level of expertise and knowledge.  This managerial awareness does not 
necessarily mean an understanding of informal structures or an ability to recognise how 
individuals interact socially with one another.  Organisational design does impact on 
organisational culture, however, if design and culture are synchronised then symbols, 
such as titles, also have an impact on emergent organisational sub-cultures.  The use of 
titles allow experts and specialists to identify one another, and join together collectively 
for mutual benefit into a workplace community (Lave and Wenger 1991, Wenger 1998, 
Wenger et al 2002, Illeris 2011).  The use and level of jargon identifies who is inside a 
collective and who is outside.  Clear identification of levels of expertise is beneficial to 
an organisation if knowledge transfer is viewed in a positive manner; it allows for 
synergy and links into knowledge creation (Nonaka 1991).  On the other hand, in a 
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negative culture, emergent horizontal structures circumvent formal hierarchies and work 
against organisational strategy.  Effective knowledge transfer requires a holistic approach 
across all aspects of an organisation and a long term focus in terms of tangible outcomes 
and a learning culture.   
 
In order for a knowledge transfer culture to develop it is necessary that organisational 
design allows for boundary crossing by frequent opportunities for contact and good 
communication practices (Pemberton and Stonehouse 2000).  This encourages workplace 
communities to coalesce and aids the building of collegial and special peer relationships 
(Peroune 2007).  Forums where people can network need to be built into organisational 
structures, not just formal ones, such as meetings, but informal ones too.  There is a need 
for time and space to be built into working practices so that individuals can reflect, 
individually and collectively within discussion groups, allowing for knowledge transfer 
to take place.  Such informal arrangements may involve small groups of individuals 
meeting together to discuss relevant issues or use of Computer Information Technology 
Science (CITS) as appropriate: social media, for example.  This allows individuals and 
teams to build communities of knowledge and supportive networks.    
 
2.2.4.1 Use of CITS within Organisational Design 
As stated within the introduction to this section, focus is on individual involvement in 
knowledge transfer.  However, CITS influences a number of organisational factors so 
needs to be contextualised within this study.   CITS systems are designed to support 
organisational strategies and aid communication and, therefore, sit within both strategic 
direction and organisational design as well as influence organisational communication 
and culture.  CITS gives organisations the ability to hold large quantities of data, and 
contributes to a belief that knowledge management and transfer is about technology, 
rather than technology being a tool to be used (Pemberton and Stonehouse 2000).  CITS 
gives organisations the ability to acquire, store and manipulate data, which has 
transformed the amount of data that can be captured, stored and accessed.  However, 
whatever means knowledge is captured, transfer requires that it is stored in a manner that 
enables its reuse.  Call (2005) cited TRADCO, where the re-use of information held on 
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CITS did not take place; individuals were feeding CITS in order to acquire time and 
space to do their jobs via emergent horizontal structures.  Parallel knowledge transfer 
systems were built in workplace communities where people communicated via discussion 
groups and face-to-face.  Hard knowledge management systems, whether CITS or paper-
based, should be used to support knowledge transfer, which takes place using soft 
mechanisms such as dialogue, relationships and communities of learning (Wenger et al 
2002).  Knowledge transfer and knowledge management primarily concern individuals 
and processes that assist individuals; it should not be technologically driven (Call 2005).  
Call (2005) felt that ‘too much information technology can actually doom … knowledge 
management …’ (p. 21); he cites the case of the US Naval War College where a naval 
war games software tool actually disabled knowledge transfer.  Too great a focus on 
CITS actually prevented knowledge transfer and led to data capture being the ultimate 
goal.  Call (2005) felt that knowledge transfer could be managed without CITS, citing the 
case of Ritz-Carlton Hotel Co in Atlanta where a book was used to capture best practice 
cross-organisationally; this hard copy version was updated annually.  This system worked 
and shows that ‘knowledge management is not reliant on technology’ (Call 2005 p.27).  
If operational and business practices are changed to fit CITS it results in compliance with 
technological needs.  This results in knowledge transfer happening within emergent 
networks and communities that bypass CITS processes and in emergent knowledge 
transfer systems with individuals motivated to transfer knowledge outside of formal 
systems, within workplace communities, and lack of managerial awareness of such 
knowledge.  The final result is strategic drift (Haberberg and Rieple 2001, Johnson et al 
2005, Thompson with Martin 2005), where an organisation moves away from the 
direction set by deliberate strategic planning processes.     
 
As face-to-face social interaction is necessary for knowledge transfer and cannot be 
replaced by CITS (Lang 2004), a hybrid approach is needed (Jasimuddin 2008), where 
CITS is a tool used to connect people with information, with knowledge being transferred 
when people connected to people via workplace communities.  Knowledge management, 
via CITS, holds a promise of competitive edge but not all such activities actually transfer 
knowledge (Greiner et al 2007).  Effective CITS allows for knowledge to be leveraged 
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rapidly and efficiently allowing for organisations to produce maximum strategic impact 
(Curedo 2006).  However, McLaughlin et al (2008) acknowledge that the use of CITS as 
the main method of transferring knowledge has failed to deliver ‘… time and time again 
…’ (p. 112).  Centralisation and control of data via CITS has led to less organisational 
knowledge being generated and transferred rather than more.  Another factor, in relation 
to CITS, is setting up and managing of social networks; this has become easier with the 
use of CITS and social media.  Platforms such as Linkedin and Facebook allow for social 
interaction between individuals who do not meet face-to-face.  The growth in social 
media allows for face-to-face contact which has energised knowledge transfer (Jewson 
2007).  This is an important consideration, due to the growth of real-time on-line 
communication, amongst the millennium generation, as this allows social communities to 
move beyond what is currently in place and results in a growth of multi-faceted and 
multi-functional on-line communities.  The growth in social media also means boundaries 
between and across organisational structures have become more difficult to monitor and 
control.  Growth in virtual communities leads to a number of disparate groups emerging, 
groups which have shared roots, such as a professional issue or organisational 
connection, and members in common.  Crossing boundaries within a virtual environment 
is easier since there is shared history, stories and goals but no physical barriers.  The 
growth in social media allows for individuals to be virtual members of a number of 
communities, participation being either active or passive, and outside the control of 
employing organisations.  This brings the benefit of new ideas being quickly identified 
and implemented.  However, it is difficult to monitor and manage, perhaps providing an 
opportunity for individuals to transfer knowledge an organisation would rather not be 
transferred.  Individuals can also spend too much time engaged in on-line activities, 
preventing dissemination of any new knowledge they gather back into their organisation.  
 
2.2.5 Knowledge Management 
Individual learning is necessary to facilitate knowledge transfer (Curedo 2006); the use of 
CITS as a tool to manage information and facilitate on-line communication is valuable in 
terms of knowledge management.  However, with an organisational culture and structure 
which facilitates individual synthesis of new knowledge, knowledge transfers via 
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socialisation with team members being captured on organisational systems that have 
common aims and goals is required.  Such organisations adapt to meet external business 
stimuli (Senge 1990, 2006) in order to maximise profit, with knowledge transferred via 
individuals communicating within team environments (Nonaka 1991).  This allows for 
team experimentation (Kakabadse et al 2003), with knowledge transfer processes 
enabling learning to be moved from individual to team (Bennett 2001).  Knowledge is 
held by individuals in a fragmented way, links between fragments of knowledge 
contained within each individual (Bennett 2001).  Knowledge is then pooled which 
enables links to be discussed and strengthened.  At this point knowledge could be 
considered to be transferred, however, in reality it has just been shared.  The transfer 
process is beginning; knowledge is collective, individuals co-operating with one another 
in a synergistic manner (Bennett 2001).  Once this synergistic stage is reached shared 
knowledge is linked into organisational processes allowing for transfer to occur, being 
continuous and embedded within organisations; at this stage new knowledge can be said 
to emerge.  Knowledge transfer is captured via knowledge management processes 
(Kakabadse et al 2003) which ensures that the right knowledge is held by the right people 
at the right time and that knowledge can be used to improve performance.  In terms of 
knowledge management a community of learning is developed (Kakabadse et al 2003) 
which enables networks of creativity to be built (Garvey and Williamson 2002).  As 
knowledge transfer is not a linear process (Tosey 2008) networks need to allow 
knowledge to ebb and flow across communities.   
 
If organisational teams are the driving force of organisational learning (Senge 1990, 
2006) this ebb and flow allows knowledge to build (Nonaka 1991) and drive 
organisations forward.  For knowledge management to be successful, and new knowledge 
be created, social interaction needs to take place: the whole being greater than the sum of 
its parts.  Social interaction, in terms of knowledge transfer, is linked to story-telling 
(Kakabadse et al 2003), where tacit knowledge is shared in order to make sense of the 
realities within which learning takes place (Illeris 2011) and links back to organisational 
culture.  Story-telling is an important element of knowledge transfer as narrative 
structures (Basten 2011) help individuals make sense of their organisations by creating an 
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inner logic.  Although little appears to be known about what stories need to be told (Peet 
2011) to facilitate knowledge transfer, they need to have an authentic openness (Thorp 
2013) and are a starting point for engaging in knowledge transfer activities.  In order to 
engage emotionally with individuals (Illeris 2011) stories need to connect emotionally 
with workforces; in terms of HR this allows engagement with HR issues (Thorp 2013).  
Stories are multi-layered, there is a need to outline the Big Picture (Thorp 2013), the 
philosophy and belief behind the story, before moving onto the product or service being 
discussed; stories need to be packaged in a positive light and a manner that workforces 
find acceptable.  If these aspects are in place then stories enable knowledge transfer to 
happen (Thorp 2013).  Once the ability to capture stories evolves, tacit knowledge 
becomes explicit, which requires a common language and experience (Peroune 2007) to 
facilitate understanding and transfer of meaning.  Within an organisational context a 
common language might be identified as jargon, which allows individuals and groups to 
pool their experiences and transfer knowledge to others.  Emotional engagement with 
knowledge transfer stories has both individual and collective elements.  Individual 
emotions link into eagerness to transfer knowledge by spreading the word (van den Hoof 
et al 2012) whereas collective engagement requires willingness to access knowledge.  
Individual engagement is an internal driver, whereas collective engagement requires 
reciprocity.  However, as emotions, individual and collective, change according to 
situations, they are volatile and affect both eagerness and willingness to transfer 
knowledge (van den Hoof et al 2012).  Positive emotional engagement in knowledge 
transfer activities is vital as they cannot be forced. 
 
Knowledge management processes need to be designed to ensure there is a relationship 
between individual, team and organisational knowledge (Weldy 2009) and clearly link 
into strategy.  However, knowledge transfer does not automatically mean improved 
performance (Kalling 2003); processes need to ensure that captured knowledge is reified 
(Wenger 1998) and can be accessed by those who are able to use and understand it.  
Knowledge transfer is a multi-faceted phenomenon (Weldy 2009); in order for there to be 
knowledge transfer, individuals must absorb knowledge first.  Mastery of new knowledge 
(Bennett 2001, Weldy 2009) requires practice to acquire the necessary expertise to 
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become consciously competent before moving onto being unconsciously competent.  
Once individuals have acquired a set of skills and workplace competencies (Illeris 2011) 
they are able to transfer to others (Bennett 2001, Weldy 2009).   
 
2.2.5.1 Evaluation of Knowledge Transfer within Organisational Context 
In order to ascertain how organisations manage and utilise knowledge, it is necessary to 
evaluate its impact.  Effective transfer of organisational knowledge is uni-directional 
(Rhodes et al 2008) with a clear objective and links to business strategy.  Without a clear 
objective, knowledge is shared in a multi-directional manner; from a business point of 
view this does not add value to organisational strategy.  The unitary nature of MSc HRM 
acquired-knowledge ensures a clear objective of knowledge being transferred into an 
organisation; organisations need to assess its value, how effective it is at changing 
individual behaviours, how significant it is to working practices (Velada and Caetano 
2007).  Transfer of knowledge from MSc HRM programmes requires generalisation into 
work contexts and consideration of its longevity.  In terms of MSc HRM programmes 
two levels of evaluation are done by Universities: reaction, comprising students’ 
emotions regarding the programme, and learning, comprising assessment against learning 
outcomes (Kirkpatrick 1959).  This leads to improving (Easterby-Smith 1994) course 
content and design and delivery methods.  Workplace organisations are responsible for 
behaviour and results (Kirkpatrick 1959), leading to improved performance.  Both 
aspects link into changes in work practices by proving that there has been a measurable 
impact on performance (Easterby-Smith 1994).  This is important as generally only 40% 
of knowledge from L&D is transferred immediately into work practices, this falls to 25% 
after six-months and 15% after a year (Wexley and Latham 2002).  From an 
organisational point of view there is a need to control (Easterby-Smith 1994) elements 
such as cost, both financial and time, and ensure that knowledge fulfils organisational 
requirements.  Easterby-Smith (1994) discusses a final element in terms of evaluation of 
L&D activities, that being reinforcing; this requires deliberate feedback to improve the 
L&D programme.  In terms of MSc HRM programmes, this element requires close 
liaison between Universities and organisations sponsoring students on programmes.  
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Such liaison will benefit not only workplace organisations but also have a positive impact 
on Universities in terms of student admissions and reputation (Kalika et al 2016)  
 
2.2.6 Organisational Power and Knowledge Transfer 
Organisational power can have both a formal and informal impact on knowledge transfer.  
Formal power lies within organisations along hierarchical structures (Haberberg and 
Rieple 2001, Johnson et al 2005, Thompson with Martin 2005), managers being 
responsible for budgets, work content, division of labour, devolving decision-making and 
facilitating the use, and development, of learning interventions: production elements 
(Illeris 2011).  They are, therefore, de facto responsible for knowledge transfer within the 
workplace.  In order for knowledge transfer to take place cross-organisationally, 
managers need to take responsibility for learning processes and delegate responsibility 
for this across all levels of organisational hierarchies.  This allows for knowledge to flow 
across organisational and geographical boundaries in a horizontal manner (Soon-Ki et al 
2013) which has a positive impact on knowledge transfer and results in an adjustment in 
cross-organisational power.  However, management of the resultant power dynamics can 
be costly in terms of management time (Garavan et al 2007) and leads to complex 
organisational structures breaking with, and complicating, ideas of responsibility and 
power (Illeris 2011), resulting in informal, emergent workplace communities.  
 
An organisation whose members work together to perform tasks to the best of their 
ability, transferring knowledge in order to achieve synergy, and to drive strategy forward, 
sounds utopian.  In this ideal world all employees are actively and emotionally engaged 
in pursuing the aims and objectives of their organisation, organisational power being used 
to drive knowledge transfer activities.  However, an alternative needs to be considered, a 
dark side, where individuals pursue their own aims and objectives, which do not co-
incide with their organisations with power – formal and informal – being used to gate 
keep knowledge transfer.  For example, during a period of change individuals may feel 
their position is threatened and may use their informal knowledge transfer networks as a 
vehicle to pursue their own preferences and objectives (Thompson with Martin 2005).  
When these networks consist of like-minded groups of experts this can manifest itself in 
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collective resistance, with staff using shared history, knowledge and understanding to 
ensure that change processes do not run smoothly, circumventing a dominant 
organisational culture and formal power structures.   
 
If an individual has expert knowledge that is seen as valuable, then knowledge can be 
hoarded rather than transferred, in order to protect status.  In such cases knowledge 
becomes a weapon to be used in power-brokering, with experts holding an organisation 
hostage (Wenger et al 2002) for political reasons.   Utopia is then turned to dystopia, with 
a lack of trust in colleagues which results in an unwillingness to transfer knowledge; 
individuals became possessive of their knowledge and arrogant when their expertise is 
questioned.  Interest groups begin to form cliques, leading to marginalisation and, 
eventually, organisational stagnation.  The rationale behind effective organisational 
knowledge transfer is to increase the sum of knowledge by devolving power and 
responsibility across organisational boundaries.  However, if power is misused the 
knowledge transfer processes slips into mediocre maintenance. 
 
2.3 Incentives and Motivation to Transfer Knowledge 
 
At a basic level, individuals are motivated to transfer knowledge and use knowledge 
management systems when they can see what was in it for them or their team.  However, 
individuals are also motivated by their level of tolerance to ambiguity (Iyer and 
Ravindron 2009).  Individuals’ tolerance to ambiguity manifests itself in their need to 
seek solutions to problems.  Those with low levels of tolerance to ambiguity will actively 
seek solutions, participating in knowledge transfer activities to ensure solutions are 
available.  Within a structured organisation, with clear organisational goals and culture 
and tight coupling (Weick 1982), individuals experience less ambiguity as knowledge 
transfer is an embedded process.  Individuals who are more tolerant to ambiguity, with 
loosely coupled organisations (Weick 1982), are content to live without available 
solutions so need additional motivation to transfer knowledge.  Within an HR team, 
members work within an environment with little ambiguity, as they are guided by 
rigorous policies and procedures; knowledge transfer is an embedded process.  However, 
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when moving into intra-organisational communities, where there is looser coupling, those 
who are less tolerant to ambiguity will, in theory, actively seek solutions.  An alternative 
scenario is that those who are less tolerant of ambiguity avoid moving across 
organisational boundaries, whilst those who are more tolerant are not motivated to.  This 
results in HR functions becoming isolated as they avoid ambiguity and perhaps, 
vulnerability.  Moving across organisational boundaries requires an additional element 
that being the level of trust between individuals (Holste and Fields 2010), trust being a 
belief and confidence that organisations will behave in a fair and honourable manner, and 
that knowledge is transferred both from the top of an organisation down and vice versa.  
Trust at this level is based on mutual care and concern and influences individual 
willingness to transfer knowledge (Holste and Fields 2010).  Linking trust to tolerance of 
ambiguity might appear to be tenuous, however, in order for individuals, who are less 
tolerant to ambiguity, to be confident, they need to trust that their work environment is 
safe and the lack of available solutions does not result in chaos.  Trust is based around 
personal relationships, which take time to evolve to a stage where individuals trust one 
another sufficiently to transfer knowledge (Peroune 2007), trust in colleagues’ reliability 
and competence (Holste and Fields 2010).  Relationships, within functional teams that 
have worked together and learnt to trust one another, are likely to be stronger, with 
individuals sharing information about their personal lives at a generalised level (Peroune 
2007).  This level of trust influences a willingness to access and use knowledge, as 
friends transfer knowledge to friends (Epstein 2002), which allows for the development 
of collegial peer relationships (Peroune 2007), where knowledge transfer is assured.  In a 
team situation, knowledge transfer enables all to do their job better, which leads to the 
achievement of individual KPI and links into associated rewards.  Individuals can see a 
clear link between knowledge transfer, improved performance and reward, reward that 
has value to the individual: valence (Vroom 1964).  The incentive to transfer knowledge 
is clearly identifiable.  If links between personal reward and knowledge transfer are too 
far removed (Martensson 2000), then knowledge transfer activities do not happen or are 
actively avoided.   
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Teams that have worked together for longer periods of time and, perhaps, gone through 
organisational change together, see one another as a stability within their working 
environments.  In such teams, levels of trust (Holste and Fields 2010) are high and 
develop into special peer relationships (Peroune 2007).  Team members do not fear 
knowledge transfer would result in a loss of power or that they would be undermined.  
Motivation to transfer knowledge within both collegial and special peer relationships 
(Peroune 2007) is high; valance (Vroom 1964) comes, not only, from doing a better job 
but also from reinforcing social relationships and, altruistically, helping others achieve 
(Lave and Wenger 1991, Wenger 1998, Wenger et al 2002, Illeris 2011).  Individuals 
decide ‘consciously or unconsciously’ (Peroune 2007 p.255) to transfer knowledge and 
how much to transfer, a decision influenced by an individual’s tolerance to ambiguity 
(Iyer and Ravindron 2009) and need to find solutions.  Therefore, within a workplace 
community, where trust levels are high, individual knowledge transfer happens either to 
avoid ambiguity, improve performance or reinforce social relationships.  If knowledge 
transfer activities do not happen then that failure is due (Kakabadse et al 2003), in part, to 
barriers to individual motivation, hygiene factors (Hertzberg 1984).  Hygiene factors 
being those things individuals expect to be in place to support them within the workplace, 
such as appropriate pay and conditions, trust and consideration.  If these factors are in 
place then individuals are ready to be motivated by challenging and rewarding tasks.  If 
missing, there is a barrier to motivating staff which needs to be addressed before 
motivators (Hertzberg 1984) are effective. 
 
One such barrier, linked to issues of trust, is fear (Peroune 2007) that transferred 
knowledge might either be misused or that an outcome of the transfer might cause harm 
to them or those with whom they have collegial or special peer relationships.  The 
concept of causing harm is complex; at its simplest harm can be linked to a loss of being 
seen as a knowledgeable individual, a loss of power and status (Greiner et al 2007).  
However, it can also be a fear of job loss.  At an individual level, fear of no longer being 
seen as the person who is knowledgeable might not seem to be causing harm or be a large 
barrier, however, for the individual concerned this might have a great impact, as one’s 
persona within the organisation is damaged.   In competitive work environments, 
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therefore, transferring individual knowledge might be perceived to be harmful, 
individuals being motivated to hoard rather than transfer knowledge (Martensson 2000) 
as if one transferred individual knowledge then one’s competitive edge would be lost.  
Harm might also be considered to result from a change within team dynamics, with 
collegial or special peer relationships (Peroune 2007) being disrupted or destroyed.   
 
Loss of status links into organisational power; power plays a part in individuals’ 
motivation to transfer knowledge not only because of fear but also because, within 
organisational structures, individuals see knowledge as power (McLaughlin et al 2008).  
In change situations individuals and teams not only feel that if they transfer their 
individual knowledge to others their status and power is diminished but also, by not 
transferring knowledge, individual status and security can be improved or secured.  
Motivation may, therefore, be to hoard knowledge until a clear reward with valance 
(Vroom 1964) is identified.  That reward may not be linked to knowledge transfer per se 
but to organisational status, monetary reward or job security: altruistic knowledge 
transfer, within a power culture, not having valence.  The result being no knowledge 
transferred, no new ideas being generated and social relationships not being built.  
Individuals, teams and organisations fail to move forward and eventually atrophy. 
 
The source of  knowledge being transferred (McLaughlin et al  2008) may also be a 
barrier; unless new knowledge brought into a team or organisation can be seen as 
originating from a credible source it may be dismissed as unimportant and not assimilated 
(McLaughlin et al 2008).  Individuals are not able to link the value of new knowledge to 
their effort and performance, so it is not linked to outcomes and reward; new ideas based 
on new knowledge do not happen.  Once again there is an element of trust required 
(Holste and Field 2010), this time trust in the source of newly-acquired knowledge.  In 
terms of MSc HRM acquired-knowledge there is a possibility that those working outside 
an HR function may not consider MSc HRM as a credible source of organisationally 
relevant knowledge, because this knowledge is distilled through academic processes and 
might be seen as less relevant (Boddy 2007).  Such disconnect between academic 
knowledge and practitioner needs is found in management (Tapp 2004), marketing 
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(McKenzie et al 2002), and accounting (Parker et al 2011).  It is, therefore, entirely 
probably that it applies to HRM too. 
 
A further barrier identified is individuals’ desire to access and use knowledge (Call 
2005); this does not stem only from its credibility but also a lack of awareness of the 
value of accessing knowledge.  Knowledge transfer activities are then at information peer 
relationship (Peroune 2007) with sufficient knowledge being exchanged to ensure roles 
are fulfilled.  Knowledge transfer over and above this level finds individuals indifferent 
to any outcome or their motivation is to behave in a manner that actively avoids 
accessing new knowledge.  In order to overcome this barrier it is necessary to ensure that 
a facilitative culture (Garvey and Williamson 2002), with softer mechanisms, is in place 
(Freeze and Kulkarni 2007), enabling the value of transferring knowledge to be 
understood.  As outlined earlier, CITS adds another layer to individuals’ motivation to 
access and use knowledge; individuals who reuse CITS tend to be those who are actively 
engaged in its collection (Iyer and Ravindron 2009).  Those who contribute as it is a role 
requirement, or are not involved in uploading in the first instance, are not motivated to 
utilise CITS in the future, linking back to individual levels of tolerance to ambiguity (Iyer 
and Ravindran 2009). 
 
Individual motivation to transfer knowledge is found to be a complex mix of individual 
issues, such as tolerance to ambiguity (Iyer and Ravindran 2000), trust in colleagues 
(Holste and Fields 2010) and organisations, status and power (Greiner et al 2007) within 
their organisation and their social relationships (Wenger et al 2002).  Therefore, 
organisations that wish to ensure knowledge transfer, and enable organisational growth 
within an ever changing business environment (Garvey and Williamson 2002), need to 
ensure there is a level of intimacy within work environments which allows individuals to 
trust and rely on one another.  Once trust is established then processes need to be in place 
to allow for knowledge transfer to be channelled to meet organisational needs.  It is 
necessary to ensure that individuals see links between knowledge transfer activities, 
performance and desired reward.  In this way collegial or special peer relationships 
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develop and move knowledge transfer beyond information peer relationship (Peroune 
2007).   
 
2.4 Community Aspects that Influence Transfer of Knowledge 
 
Workplace communities consist of people who work together to meet common goals 
(Wenger 1998) and have shared values (Kakabadse et al 2003), goals and values that are 
linked to organisational strategy.  These workplace communities determine which 
organisational knowledge transfer (Bennett 2001) activities best enable the drive to meet 
organisational strategy.  Therefore, in reality, a workplace community is a whole 
organisation, as the rationale behind organisations is that all members work together to 
meet common goals and have common values.  In practice, however, organisational 
structures break communities down into functions or teams (Jewson 2007), forming sub-
communities (Illeris 2011).  An HR department, for example, consists of all individuals 
working in organisational roles designated as within the HR function, forming an 
organisational sub-community.  However, even within this departmental community 
there are further specialist sub-communities such as reward management, employee 
relations, development or resourcing (Farnham 2015).     
 
Individuals who work in a HR team can achieve their own KPI within a level of 
information sharing social interaction.  However, by working together as a community 
there is a collective transfer of knowledge and practice which provides synergy: 
benefiting all.  It is necessary to consider a workplace community as more than people 
who work together; it needs to be refined to identify co-participation, social activity and 
shared practice (Wenger et al 2002).  The concept of what constitutes a workplace 
community is narrowed down to functional teams.  However, a workplace community 
requires more than co-participation and shared practices, it requires social activity too, 
with community and practice being inseparable (Zboralski 2009).  An HR community is 
homogeneous (Lave and Wenger 1991) or symmetrical (Klarl 2013) as there is a 
common uni-directional focus (Rhodes et al 2008).  Within such a community there are 
levels of expertise and hierarchical structures with less experienced practitioners learning 
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from more experienced.  Within organisational boundaries membership of homogeneous 
communities are easy to ascertain; one is either part of a community or not, based on 
organisational roles. It is easy to ascertain who is on the inside of a community (Wenger 
1998) and who on the outside.  However, the HR community is wider than just 
organisational HR departments.  MSc HRM programmes are also part of the HR 
community, homogeneous in terms of their domain of knowledge.  Added to this group is 
CIPD, forming a constellation of practice (Wenger 1998) or city (Longworth 2006) 
across HR practice. 
 
HR professionals, therefore, find themselves in more than one community, a nexus 
(James 2007), all of which are contained within one city (Longworth 2006).  They belong 
to their workplace HR community, they may belong to the CIPD community and, if 
studying, an MSc HRM community.  An HR city of practice, based on a common domain 
of knowledge (Young et al 2011), enables knowledge to be transferred, reflected upon, 
reified and internalised by community members.  Within this city, knowledge is 
transferred symmetrically (Klarl 2013) between peers with similar levels of HR 
knowledge and understanding.  Knowledge transfer within the HR city is enhanced and a 
knowledge creating spiral (Nonaka 1991) achieved.  However, there is also a danger of 
knowledge not being transferred outside city boundaries; knowledge might stick (Wenger 
et al 2002) within HR functions and, as the movement of knowledge within communities 
tends to be from the periphery towards the centre (Engestrom 2007), the domain of 
knowledge is enhanced but not transferred outside.  In such cases, physical boundaries 
based on organisational structures are joined by mental boundaries based on similarities 
and differences in personal knowledge (Werr et al 2009).  Boundaries are identified by 
use of language, syntactic, by interpretation, semantic and identity, social.  Within the HR 
city of practice (Longworth 2006) insiders use the same language, live within the same 
reality which leads to similarities in interpretation, and share the same workplace social 
boundaries.  Other boundaries, within an organisational HR function, include vertical 
hierarchies, based on organisational structures and horizontal, expert networks and 
personal friendships: multiple layers of boundaries for outsiders to cross. 
 
  Doctorate of Education, University of Derby 
Helen Corner 47 of 225 September 2017  
As with membership of a workplace HR community, membership of both CIPD and MSc 
HRM communities is recognisable.  One is a member of CIPD and/or studying on an 
MSc HRM programme or one is not.  All members have a community identity which is a 
descriptor of their professional persona (James 2007).  Community boundaries are easily 
identifiable, membership of more than one community within the HR city (Longworth 
2006) is beneficial due to a common domain of knowledge.  A nexus of communities, 
(James 2007) HR function, department, profession, allows for knowledge transfer across 
all communities within the nexus: with CIPD being the stewards of HR’s domain of 
knowledge (Wenger et al 2002).  The homogeneous nature of the city allows for rapid 
transfer of symmetrical knowledge (Klarl 2013) due to a shared repertoire and common 
language.  It needs to be considered that MSc HRM programmes consist of communities 
of learning, as opposed to workplace communities, where novices, students, learn from 
experts, tutors.  However, as university communities are made up of part-time students 
who are employed within the HR profession, university communities are likely to impact 
on workplace ones and vice versa.  Despite this impact, workplace practice and academic 
programmes are not the same (Nielsen 2009) each having different expectations.  With 
effective collaboration across both communities (Hart et al 2013), knowledge transfer 
from MSc HRM programmes into workplace HR communities would be effective.  
However, where experiences within University and workplace communities are different, 
students would find their ability to transfer knowledge across communities difficult. 
 
This leads onto another consideration that needs to be taken into account, linked back to 
organisational factors affecting knowledge transfer, that being HR teams’ position within 
organisations.  HR can be seen as a support function, often seen as peripheral to 
organisational aims.  This position means that HR’s role in knowledge transfer may not 
have full acceptance across the wider organisation (Huzzard 2004).  Linking HR 
functions’ peripheral status with a lack of trust in new knowledge (McLaughlin et al  
2008) and a disconnect between organisations and academic knowledge (Boddy 2007) it 
appears to indicates a chasm that needs crossing in order to transfer MSc HRM acquired-
knowledge into the workplace. 
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In order for knowledge to be transferred from HR’s city into, and across organisations, 
heterogeneous communities are required with knowledge transfer being asymmetrical 
(Klarl 2013).  The formation of heterogeneous communities requires a step change within 
organisations as homogeneous community members tend not be consciously aware of 
community membership (Juriado and Gustofsson 2007); they link into their professional 
persona instead.  However, heterogeneous communities require a conscious seeking out 
and coming together in order to transfer knowledge and problem solve across functional 
boundaries.  Community membership becomes less easily defined, although it allows for 
added depth of knowledge transfer and understanding across organisational boundaries.  
Organisational boundaries traditionally reflect organisational structures (Wenger 1998) 
and are not conducive to the development of cross-organisational heterogeneous 
communities.  Therefore, in order for cross-organisational knowledge transfer to take 
place community boundaries need to be crossed via one-to-one encounters as part of 
social interactions, where the appropriate level of both tacit and explicit knowledge is 
transferred, contextualised and absorbed. 
 
2.4.1 Formation and Management of Workplace Communities  
Formal workplace communities coalesce around organisational structures, tending to be 
homogeneous in nature, formed to meet organisational strategy in a deliberate manner.  
However, in order for workplace communities to effectively transfer knowledge cross-
organisationally, socialisation is required, development of trust and a level of intimacy.   
Formal workplace communities coalesce around organisational structures, tending to be 
homogeneous in nature, formed to meet organisational strategy in a deliberate manner.  
Organisational factors such as strategy, culture and design are, as outlined in section 2.2, 
in place to ensure competitive advantage.  The challenge for organisations is developing 
the ability to use these factors to leverage and generate external knowledge transfer, 
absorptive capacity (Cohen and Levinthal 1990).  Absorptive capacity is, according to 
Zahra and George (2002), a major source of competitive advantage and is linked to the 
exploration, transformation and exploitation of external knowledge to drive 
organisational strategic direction.  The concept of absorptive capacity tends to focus on 
research and development (R&D) and innovation.  However, the concept of organisations 
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using external knowledge transfer to drive strategy forward would appear to be equally 
valid in the context of HR knowledge, the exploration, transformation and exploitation of 
MSc HRM knowledge being a prime example.  Cohen and Levinthal (1990) posit that 
absorptive capacity needs a framework of prior knowledge, within the domain of 
knowledge, prior to new knowledge being assimilated.  When considering the transfer of 
MSc HRM acquired-knowledge into and across organisational workplace communities, 
the concept of absorptive capacity would indicate that transfer into homogenous HR 
communities would be eased by the existing ‘richness of the pre-existing knowledge 
structure’ (Cohen and Levinthal 1990 p.13).  This is because MSc HRM acquired 
knowledge maybe considered to be internal to HR’s domain of knowledge.  However, 
when moving HR knowledge across organisational boundaries, into hetrogenous 
communities, it is more likely to be perceived as external knowledge, either due to a lack 
of share background knowledge or its value to team performance cannot be seen. 
 
Absorptive capacity needs to be considered in relation to organisational communication 
and intra-organisational interfaces (Cohen and Levinthal 1990).  This requires 
organisations to consider acquisition, transfer and utilisation of external knowledge as 
part of their strategy, creating heterogeneous structures that ensure that a shared language 
is used to facilitate the transfer of knowledge cross-organisationally.  Such heterogeneous 
teams need to have a similar level of background knowledge, maintained via L&D 
interventions.  Cohen and Levinthal (1990) acknowledge that there may be tension, 
within teams, between the need to utilise internally and externally generated, as there 
may be constraints that affect team performance (Levinthal and March 1993). 
 
 Therefore absorptive capacity needs to be built in at an initial stage of organisational 
development, then knowledge that is deemed to be of use to the organisation (Cohen and 
Levinthal 1990) will be developed incrementally, having a direct effect of L&D activities 
in a longitudinal manner (Vasudeva and Anand 2011).  This allows for an exploration of 
HRM knowledge and how it supports organisational growth in a cumulative manner. 
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Heterogeneous communities, where individuals identify a need to transfer knowledge and 
practice cross-organisationally, tend to be emergent (Garavan et al 2007).  In such cases 
socialisation, development of trust and intimacy precede communication processes that 
transferred knowledge.  When organisations attempt to absorb heterogeneous 
communities into organisational structures a balance is required between the needs of 
communities and those of organisations.  Emergent communities exist across a range of 
organisations, both stable and temporary (Juriado and Gustofsson 2007), which indicates 
that their formation does not occur only in situations where they are needed to ensure 
performance, but also when organisational strategic direction is unclear or unformed, 
with individuals joining together to seek solutions and avoid ambiguity (Iyer and 
Ravindron 2009).  
 
It is not possible to replicate the emergent nature of heterogeneous workplace 
communities as part of organisational strategy; a more directive strategic approach is 
required, one that takes a horizontal perspective rather than following hierarchical 
structures.  This horizontal perspective requires a culture that sees knowledge transfer as 
a collaborative process with peers and near-peers working together to co-construct joint 
solutions (Nielsen 2009).  This approach requires participation by all community 
members, individual participation that is driven by individual motivation to belong to a 
workplace community.  Using heterogeneous communities as a deliberate strategy to 
ensure cross-organisational knowledge transfer brings its own issues.  Once management 
provides resources to support heterogeneous communities there is a need to evidence 
return on investment (ROI), via KPI.  If management try to influence communities too 
much then the essence is lost; the formal community would continue to exist but core 
members are inclined to break way into new emergent groups (Wenger et al 2002).  The 
rationale behind this break away is complex, however, as individuals are motivated to 
participate in communities in order to benefit their own work tasks and enhance their 
career prospects (Zboralski 2009) then there is no incentive for continued participation in 
a community that fails to meet those needs. 
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In terms of management harnessing workplace communities to drive organisational 
knowledge transfer forward there first needs to be awareness of their existence, 
particularly in the case of emergent communities.  Once the value of workplace 
communities is understood, then management can use them to drive strategy forward.  
However, the success rate for formalised workplace communities is mixed (Wenger et al 
2002).  The nature of heterogeneous workplace communities requires a cross-
organisational and/or cross-sector remit; emergent communities are nested within 
organisations but set apart from hierarchical structures, their informal nature is lost within 
formalisation, movement from emergent to formal is not guaranteed (Fuller 2007).  
Formalised heterogeneous workplace communities require management intervention and 
planning, suggesting strong management control, however, they thrive when management 
involvement is minimal (Wenger et al 2002); this presents a dichotomy for management 
of workplace communities.  Either too much management control or too little means 
communities failed. 
 
The absorption of emergent hetrogenous workplace communities into organisational 
routines and structures requires a conscious decision to enhance absorptive capacity 
(Cohen and Levinthal 1990).  An organisation designed in a hetrogenous manner, with 
clear communications and a facilitative culture can expand their absorptive capacity.  
However, if consideration has not been given to knowledge transfer at strategic level, or 
considered as part of the dominant culture, there will be constraints on organisational 
absorptive capacity (Levinthal and March 1993).   If it is accepted that organisations need 
to focus on the acquisition of new knowledge to maintain competitive advantage then it 
should, logically, be accepted that HR knowledge is included.  The role of knowledge 
transfer, in relation to absorptive capacity, in terms of business performance and intra-
organisational knowledge transfer needs to incorporate HR knowledge too. 
 
Research into formalised workplace communities indicates that they were more likely to 
be successful where there are meaningful, shared and co-ordinated activities (Akkerman 
et al 2008).  Where a community has imposed terms of reference and/or a lack of shared 
history then the outcome is failure (Akkerman et al 2008).  The starting point, for 
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formalisation of effective workplace communities is, therefore, having clear aims that are 
accepted and owned by community members, aims that link to meaningful activity.  
Management role is facilitating community members to agree terms or reference that 
meet strategic needs.  At this stage management need to be aware that the ethos behind 
social learning and development is one where collaborative space allows individuals to 
transfer knowledge and reflect on their learning; over-management stifles the 
development of the workplace communities they intend to nurture (Wenger et al 2002). 
What is required is not a community manager, who is required to evidence return on 
investment, rather a co-ordinator.  This role is critical (Iaquinto et al 2011) in ensuring 
workplace communities are effectively able to transfer knowledge. 
 
Workplace communities tend to transfer knowledge horizontally via collaborative 
interaction (Neilsen 2009), however, in order for knowledge to drive organisational 
strategy there is also a need for vertical transfer: team, organisation, sector (Fuller 2007).  
This is particularly relevant in pluralistic organisations which tend towards decentralised 
structures (Jewson 2007).  Community co-ordinators play a vital role in ensuring multi-
directional knowledge transfer, as it requires good management practice and appropriate 
management support (Zboralski 2009).  Good management practice ensures a clear 
division of labour (Juriado and Gustafsson 2007, Illeris 2011) with community members 
selected according to their knowledge and interest (Retna and Pak 2011).  Management 
also need to deal with power dynamics within communities (Garavan et al 2007) and 
across community boundaries, an issue linked to performance management and 
workplace behaviours. 
 
Within the formalisation of cross-organisational heterogeneous workplace communities, 
management’s task is to ensure links are clearly made to organisational strategic aims, 
and facilitate activities across intra-organisational boundaries.  With too much 
management control communities stagnate, with too little, there is a danger of strategic 
drift.  Guided facilitation (Retna and Pak 2011) rather than management control, allows 
community members to discuss relevant topics, build social relationships (Wenger 1998) 
and sufficient trust to develop collegial and special peer relationships (Peroune 2007).  
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With clear management guidance and minimal control, a culture would be engendered 
where collaborative activities manifested themselves; collaborative activities play a 
significant role in knowledge transfer (Nielsen 2009, Illeris 2011). 
 
2.5 Summary 
 
Knowledge transfer and integration lies at the heart of organisational growth and survival 
(Lang 2004) and is influenced by a number of factors.  From an organisational point of 
view culture, power, status and structure need to be supportive.  From an individual point 
of view motivation to transfer and access knowledge is paramount.  Motivation is 
influenced by trust and social relationships as well as linked into individual status and 
career development.  A chicken and egg situation emerges; it is not clear which comes 
first, organisational or individual factors, as it appears that knowledge transfer takes place 
within organisational cultures that nurture and value organisational learning as a strategic 
driver (Senge 1990, 2006).  However, there is a requirement for individual 
communications, via socialisation (Wenger et al 2002) and building of trust (Peroune 
2007, Holste and Field 2010) before an environment conducive to knowledge transfer is 
in place.   
 
Workplace knowledge transfer may take place without all these aspects being in place; 
transfer being within emergent communities, sporadic and not linked to organisational 
strategy.  In order to harness workplace knowledge transfer, management need to exert 
control over knowledge transfer activities by ensuring appropriate structure and policies 
are in place.  They need to facilitate knowledge transfer via heterogeneous communities 
rather than controlling such communities.  A culture which allows socialisation in order 
to build trust is required.  Once individuals are socialised within a community (Wenger 
1998) they naturally transfer knowledge via information peer relationships (Peroune 
2007).  As trust (Holste and Field 2010) is built knowledge transfer activities deepen, 
despite, and not because of, organisational policies and procedures.  Once collegial peer 
relationships have been established and, if organisational culture allows time for 
reflection and communication (Pemberton and Stonehouse 2000), then knowledge 
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transfer is embedded and applied to working practices.  However, in order for knowledge 
transfer to take place, within and across workplace communities, management 
intervention needs to be at an appropriate level, ‘a Goldilocks zone’, where management 
control is not too much and not too little.  
 
One thing that is clear, from literature reviewed for this study (Senge 1990, Wenger 
1998, Pemberton and Stonehouse 2000, Peroune 2007, Holste and Field 2010, van den 
Hoof et al 2012. Klarl 2013), is the importance of relationships to knowledge transfer, 
not just social relationships but organisational ones too.  Relationships between 
knowledge transfer processes and organisational structure, organisational design and 
across boundaries are all required to be strong.  This allows socialisation to facilitate 
knowledge transfer activities. 
 
Insights gained from this literature review were used to inform the theoretical framework 
within which this research was set.  
 
2.6 Theoretical Framework 
 
The review of literature, undertaken for this study, indicates that there is a clear 
theoretical framework around organisational learning and how this can facilitate driving 
an organisation forward to meet the desired strategic objectives (Senge 1990, 2006).  
Literature (see for example Pemberton and Stonehouse 2000, Wenger et al 2002, 
Longworth 2006, Peroune 2007, Holste and Field 2010, Basten 2011, van den Hoof et al 
2012, Klarl 2013) builds upon this to show that learning will take place within an 
organisational environment if the culture is conducive to such learning; this is supported 
by theory around organisational behaviour.  Lave and Wenger (1991), Wenger (1998) 
and Wenger et al (2002) outline how communities of practice develop within workplace 
organisations despite, not because of, policies and procedures, they see learning as an 
evolutionary process, based on four premises: 
1. that individuals are social beings who like to socialise, 
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2. an individual’s level of knowledge is linked to a certain level of 
competence, 
3. individuals must be able to participate in learning activities, and 
4. individuals are able to apply that knowledge to the wider world to create 
meaning. 
They go on to posit that workplace communities are developed to fulfil this evolutionary 
need.  This would appear to indicate that individuals, within workplace communities, 
influence how organisational strategy is met.  Linking this with Johnson et al’s (2005) 
cultural web and Illeris’s (2011) production elements, in order to meet organisational 
strategy, it is necessary that the work done within workplace communities is clearly 
aligned to the formal strategic position of the organisation, via a positive organisational 
culture. 
 
Theoretically, students enrolled on an MSc HRM meet the first of Lave and Wenger 
(1991) and Wenger’s (1998) premises; they are social beings who like to socialise.  The 
knowledge they acquired through studying at post-graduate level ensures they met their 
second premise; their knowledge is linked to a certain level of competence, the level of 
competence laid down by the CIPD and University Centres, based on HR professional 
standards.  Whilst studying on the MSc HRM the students are able to participate in 
learning activities, premise three, however, the opportunity to apply knowledge into a 
wider world is limited.  The application of knowledge, premise four, must be undertaken 
within a work-based organisation. 
 
Lave and Wenger (1991), Wenger (1998), Wenger et al (2002) and Illeris (2011) posit 
that social beings with knowledge will share that knowledge via a social community then, 
theoretically, within work-based organisations there should be evidence of effective 
workplace communities.  Following on from that position, logically, students from MSc 
HRM programmes will be transferring knowledge gained via workplace communities.  
However, the influence of organisational aspects outlined by Johnson et al (2005) and 
Illeris (2011) suggests that knowledge transfer is not always managed in such a way. 
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2.7 Points raised by the Literature Review used to inform the Research Questions 
 
1. What knowledge did MSc HRM students acquire from their studies that was 
relevant to their work organisation?  If knowledge acquired could not be 
transferred from University to work environments, due to differing 
requirements, its worth was negated (CBI 2009, Artess et al 2015, CIPD 
2015)? 
2. How did organisational culture and politics (Harberberg and Rieple 2001, 
Johnson et al 2005, Thompson with Martin 2005) facilitate or hinder 
knowledge transfer from MSc HRM programmes into organisational 
environments?  If an individual was motivated to transfer knowledge and did 
not do so, what prevented them? 
3. Did organisations’ physical environment, structure and design have an impact 
on knowledge transfer activities?  Was knowledge transfer enhanced due to 
physical propinquity or hindered due to multi-site locations? 
4. What motivated individual MSc HRM students to transfer knowledge into 
their organisation?  Vroom’s (1964) concept of valance in terms of reward and 
recognition for knowledge transfer activities, appeared to indicate that 
individuals might either transfer or withhold knowledge for intrinsic or 
extrinsic reasons, reasons that appeared to be linked to organisational culture 
and politics.    
5. If workplace communities were, theoretically, a good vehicle for knowledge 
transfer was there evidence of emergent or deliberately formed communities 
in connection with MSc HRM acquired-knowledge? 
 
These issues were used to inform the research questions outlined in the introduction. 
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Chapter 3: Research Methodology 
 
3.1 Introduction 
 
The framework within which this study was placed was one of knowledge transfer, from 
MSc HRM programmes, linked to organisational culture.  Lave and Wenger (1991), 
Wenger 1998, Wenger et al (2002) indicated communities of practice were the most 
effective methods of knowledge transfer.   Senge (1990, 2006) linked organisational 
ability to maximise competitive advantage to capacity to adapt faster than competitors to 
changes in business environments.  Faster adaptation required individuals, working 
within organisations, to have the capability for, and commitment to, learning across all 
aspects of their working lives.  Senge (1990, 2006) felt by harnessing individual learning, 
challenging organisational paradigms and transferring knowledge, organisations would 
constantly adapt to meet business needs.  This theme was reinforced by Illeris (2011) 
whose advanced model of workplace learning covered both individual and organisational 
aspects.  Therefore, workplace communities, as influenced by organisational aspects, was 
used as a framework for this research project. 
  
In order to contextualise MSc HRM acquired-knowledge transfer within HR departments, 
and intra-organisationally, it was necessary to focus on those individuals working within 
that function.  Themes explored within literature, reviewed as part of this study, indicated 
that a key element in organisationally based knowledge transfer was a supportive 
organisational culture together with individuals’ motivation to transfer knowledge, and 
organisational factors such as strategy, culture and knowledge management.  These 
themes all had a common element, the need for individuals to work together to achieve 
organisational goals.  The aim of this research study was to explore knowledge transfer 
from MSc HRM programmes into work environments.  Therefore, in order to understand 
how this occurred, research needed to be undertaken within organisational environments 
whilst involving HR professionals studying on MSc HRM programmes.  An approach 
that allowed an explanation of present circumstances was required (Yin 2013).  One 
which allowed for the intricacies of complex social situations (Descombe 2010) and 
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which focused on individuals’ experiences as transferors of MSc HRM acquired-
knowledge and recipients of such knowledge: a two tailed approach (Yin 2013). 
 
Prior to setting a specific research question and designing research methods it was 
necessary to establish a research strategy (Hitchcock and Hughes 1998, Easterby-Smith et 
al 2002, Anderson 2009, Newby 2010) which included both epistemological and 
ontological considerations and was encapsulated into a research philosophy.  However, 
the complex nature of this research topic involved integration of differing ontological 
perspectives.  Work-place organisations and HR professionals studying within an 
academic institution both needed to be considered, requiring a framework (Plowright 
2011) that allowed each aspect, containing a discrete part of the picture, to be viewed and 
understood in isolation.  However, both transferor and recipient needed to be considered 
to allow for a broader and deeper understanding of the reality within which this research 
was positioned.  In order to capture both elements a methodology that allowed both 
viewpoints to be considered (Stake 1995), prior to a common understanding being 
constructed, was required, (Yin 2013) one which allowed for both realities to be 
considered.   
 
3.2 Research Philosophy  
 
Research philosophy is multi-dimensional and complex (Newby 2010) and shaped not 
only how this research was undertaken but also the manner in which evidence was 
interpreted.  Therefore, prior to the design of the research methodology it was necessary 
to look at the type of evidence needed and how it would be interpreted before 
ascertaining the appropriate research philosophy; this approach reflected Plowright’s 
(2011) suggestion that methodology should inform philosophy.  Starting from this 
perspective it was necessary to consider means and methods of research that allowed for 
the collection of appropriate data prior to finalising debates on the philosophy relevant to 
this study.  For this research project the desired outcome, the product, was to explore if 
and how knowledge was transferred from MSc HRM programmes into and across work 
environments.  This required an understanding of how individuals behaved within work 
  Doctorate of Education, University of Derby 
Helen Corner 59 of 225 September 2017  
whilst being influenced by two additional organisations: their University Centre and 
CIPD.  It would have been possible to look at ‘an organisation as a tangible object’ 
(Bryman 2008 p.18) which adopted standardised policies and procedures to achieve its 
aims, including knowledge transfer.  This would have enabled measurement of Senge’s 
(1990, 2006) learning organisation and Illeris’s (2011) workplace production element 
against target organisational structures.  If this ontological position had been adopted it 
would have been based on objectivism and would have only taken the study so far and 
would have replicated work undertaken previously by CIPD.  The same was true of a 
review into design, delivery, evaluation and validation of MSc HRM programmes within 
University Centres, work already undertaken with rigour by both University Centres and 
CIPD.  The third type of organisation involved within this research was work-based.  
Once again it would be possible to review rules, regulations and procedures that were in 
place to facilitate knowledge transfer and state whether they followed appropriate 
theoretical frameworks.  However, such an objective approach would fail to add to the 
body of evidence already available.  It would result in an objective mapping of processes 
and would not have taken people aspects into consideration.  Instead of viewing 
organisations as tangible objects they needed to be viewed as social entities, made up of 
individuals at all levels; it was this aspect that needed to be explored.  Work-based 
organisations, professional institutes and educational establishments would not exist 
without people to give them meaning.  Organisational and social structures had been 
identified (Senge 1990, Nonaka 1991, Choo and Alvarengo Neto 2010, Illeris 2011) as 
the means and methods of knowledge transfer, that being the reality within which this 
study needed to be based.  In order to understand how organisations behaved it was 
necessary to interact with people to find out how they behaved; the ‘inescapable and 
ultimate reality’ (Plowright 2011 p.177) was one where individuals would explore their 
understanding of their own realities and their views studied (Creswell 2003). 
 
In order to explore how and why knowledge was transferred, research methods needed to 
evolve as new knowledge emerged; this allowed for the development of a reasoned set of 
ideas, which, in turn, allowed for an exploration of knowledge transfer from MSc HRM 
programmes to work environments.  Linking into final year MSc HRM students within 
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University Centre environments allowed for the social aspect of being part of an 
academic course to be considered, whilst work environments were covered by linking to 
HR professionals in their workplace and their senior managers.  Such an approach 
required that research methods be adapted to meet both the demands and constraints of 
being unable to form a hypothesis at this stage.  This approach was inductive which 
Easterby-Smith et al (2002) suggested would be better suited to an approach where 
‘theory would follow … data’ (Saunders et al 2007 p.118).  However, a purely inductive 
approach would have negated theory already in place around organisational learning and 
knowledge transfer; this was not a desirable starting point.  Instead, the starting point was 
where theory suggested that knowledge would be transferred if work organisations 
enabled this to happen.  Therefore, in reality this study’s approach was inductive, with a 
deductive influence coming from a body of evidence that already existed, around 
organisational learning and knowledge transfer, and being used to inform the research 
questions and approach.  This allowed for the use of theoretical propositions to guide the 
data gathered (Yin 2013) from an empirical enquiry, allowing for an inductive approach 
based on primary data gathered to enhance knowledge that was already in place.  An 
iterative process took place, ‘a weaving back and forth between data and theory’ (Bryman 
2001 p.10).  In this way a predominantly inductive process was able to take into account 
deductive elements which existed within a theoretical framework and use these to inform 
this study; meaning was interpreted from evidence gained as the study progressed.  Such 
a mix of inductive/deductive was the approach taken by Nielson (2009) when he 
researched collaborative learning activities amongst apprentices.   
 
It was also necessary to consider a research philosophy which reflected research methods 
that allowed the meaning of what happened within organisations, at the point knowledge 
transfer took place, to be interpreted.  Savin-Baden and Major (2013 p.23) clarified 
differences in approaches to research philosophy where researchers focused on 
interpretation of meaning.  One was constructivism where it was felt that ‘individuals 
make and socially construct their own meaning’, the other was social constructionism 
where ‘meaning and shared knowledge … developed through interaction’ (p.22).  Both 
approaches take a subjective stance and use individuals to develop knowledge, so were 
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appropriate for the inductive element of this study which focused on individuals helping 
to develop meaning.  For this research project, individuals were used to construct their 
own reality in terms of knowledge acquired from MSc HRM programmes and knowledge 
transferred within work environments.  Therefore, the social aspect of constructionism 
was a vital aspect to this research: knowledge transferred through interaction between 
individuals.  A key driver behind this research project was a desire to illuminate how 
MSc HRM acquired-knowledge transferred within organisational settings; in order for 
understanding to be achieved, it was imperative that individuals within both university 
and work environments were engaged in this study.  This imperative was used to inform 
the philosophy (Plowright 2011); it was therefore possible to develop ‘a range of 
approaches to seek [an] individual’s reconstruction of their realities’ (Savin-Baden and 
Major 2013 p. 63).  A similar constructive approach was taken by Petrinic and Urquhart 
(2007), Taylor et al (2009) and Mesh (2010) when researching the transfer of learning 
from education into work-places.  Taylor et al (2009) researched the transfer of learning 
into a workplace by adults with low skills; they felt there was ‘a paucity of literature in 
the domain’ (p.3) which led them to take a constructive ontological position.  Such a 
position better enabled them to research their topic by using a multi-site case study 
approach.  Mesh’s (2010) work with professional adults learning languages led her to an 
ontological position of social constructivism which allowed her to gather opinions from 
research participants which reflected their interpretation of reality.  These approaches 
mirrored what was required to explore knowledge transfer from MSc HRM programmes 
into work environments.   
 
From a theoretical perspective, decisions around research epistemology led to 
interpretivism once an ontological approach of social construction was in place.  This 
approach allowed for an understanding of what happened to knowledge, in reality, within 
work environments.  An interpretivist perspective allowed for research participants to 
share their understanding of the realities within which they worked (Creswell 2003).  
This allowed for the identification of patterns, the ‘how’ and ‘why’ of knowledge transfer 
could be explored (Yin 2002), leading to generation of meaning from across all research 
participants’ realities.  The complex nature of knowledge transfer and organisational 
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behaviour precluded devising a hypothesis which would be able to take into account the 
many variables identified within this study’s literature review, and would add little value 
to a body of theoretical evidence.  In order to look at knowledge transfer from MSc HRM 
programmes into work environments it was necessary to focus on what happened within 
those environments.  
 
It was, therefore, decided that an interpretivist approach, based on social construction, 
would be adopted.  This allowed for realities that existed within work environments to be 
explored.  Reality, within organisations, exists ‘only after people conceptualise its 
characteristics’ (Plowright 2011 p. 178); it sat in a social world, evolved through 
experiences of individuals contained within its boundaries.  Conceptualisation was 
influenced by realities outside organisational boundaries, realities such as University 
Centres and CIPD.  An interpretivist position facilitated access to organisations’ 
‘inescapable and ultimate reality’ (Plowright 2011 p. 177).  This, in turn, allowed for 
study participants’ subjective points of view to be considered and resulted in ‘a true 
account of the phenomenon that is being researched and reported’ (Plowright 2011 p. 
135). 
 
3.3 Research Paradigms 
 
Although there was a connection between my epistemology and ontology there was not a 
perfect fit (Bryman 2008).  In accepting that imperfection it was possible to allow for 
research methods that were ‘much more free-floating in terms of epistemology and 
ontology’ (Bryman 2008 p. 593); this allowed for judgements to be made concerning the 
effectiveness of knowledge transfer from MSc HRM programmes into work place 
environments in a more holistic manner.  This allowed for theory, considered as part of 
this study, to be used to inform research tool development in a deductive manner, 
building on and adding to a theoretical basis.  This small deductive element did not 
detract from an overall inductive methodological approach; it allowed for concepts to be 
developed before theory was used to explore a range of possible outcomes. 
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The research philosophy, for this study, was subjective which allowed for opinions, ideas 
and interpretation to be collected from research participants.  Such an approach, which 
Descombe (2010), Newby (2010), Plowright (2011), Savin-Baden and Major (2013) and 
Silverman (2013) all agreed was subjective, is qualitative.  There did not appear to be 
‘one commonly agreed upon definition of qualitative research’ (Savin-Baden and Major 
2013 p.10); there did appear to be consensus that it focused on the views and perceptions 
of people (Savin-Baden and Major 2013).  There also appeared to be agreement that 
qualitative research allowed for a number of realities to exist within one study, reflecting 
the nature of this study and acknowledging that research could be undertaken within 
more than one reality or social setting.  Such an approach fitted the use of case studies 
(Creswell 2003, Stake 2005, Anderson 2009, Newby 2010) as a research design, allowed 
for focus on micro levels within an organisation, as well as tolerating an element of bias 
which subjective data introduced.  It also allowed for fuller understanding of real life 
situations and the inter-relationships between different factors – causality – from the 
point of view of individual study participants.  A qualitative approach, within a case 
study framework, allowed for an exploration of how individuals understood their 
situation in relation to knowledge transfer within their own organisational context 
(Anderson 2009).  It was, therefore, possible to design research tools which allowed for a 
holistic approach which was based within a natural setting where there might be more 
than one reality (Newby 2010).   
 
3.4 Case Study Approach 
 
The rationale behind deciding on a case study approach was complex; firstly there was a 
need to explore the phenomenon of MSc HRM acquired-knowledge transfer within an 
organisational context.  Case study allowed for such an exploration; it was possible to ask 
how and why (Yin 2013) MSc HRM acquired-knowledge transfer took place, whilst 
assessing operational factors which might influence the process.  Case study allowed for 
the development of a methodology which explored within organisational contexts (Stake 
2005, Descombe 2010, Anderson 2009, Yin 2013) the phenomenon of MSc HRM 
acquired-knowledge transfer.  As organisations comprise people, it was also necessary to 
  Doctorate of Education, University of Derby 
Helen Corner 64 of 225 September 2017  
develop a methodology which linked into the individual via their social setting: one 
which explored both individual and organisational factors in line with Illeris’s (2011) 
advanced model of workplace learning.  The phenomenon to be explored was transfer of 
MSc HRM acquired-knowledge into and across workplace organisations.  The 
boundaries between the phenomenon (MSc HRM acquired-knowledge transfer) and the 
context (workplace organisations) were not clearly evidenced (Newby 2010, Silverman 
2013, Yin 2013).  The research itself sat within established theoretical propositions which 
were used to inform data collection and analysis; it required multiple sources of evidence 
to explore the phenomenon and there was likely to be more than one result, allowing for a 
unique insight to be gained (Descombe 2010).  These criteria met Yin’s (2013) 
framework for the use of a case study design.  This approach allowed for theory to be 
used as a starting point in order to explain present circumstances (Yin 2013) using 
descriptions of how MSc HRM acquired-knowledge is transferred into and across 
workplace organisations. 
 
There appears to be a lack of clarity around what is meant by the team case study (Savin-
Baden and Major 2013).  Such an approach focuses on one instance (Descombe 2010) or 
a small number of related cases (Anderson 2009).  It was necessary to identify boundaries 
prior to the study commencing (Creswell 2003, Stake 2005, Silverman 2013, Savin-
Baden and Major 2013).  Descombe (2010) identifies a case as a self-contained entity, 
with distinct boundaries which has been selected for known attributes.  Whilst Yin (2013) 
advocates an abstract concept of cases, one where a case is taken to mean the main 
subject of study, with case boundaries being drawn, in time and place (Creswell 2003), as 
part of the research design process.  For this research project there were two aspects, 
firstly, those who held MSc HRM acquired-knowledge, forming one case, the boundary 
(Creswell 2003, Savin-Baden and Major 2013, Silverman 2013) being those individuals 
who held MSc HRM acquired-knowledge, the second case being those to whom the 
knowledge was transferred, the boundary being drawn around managerial position within 
an organisational contest.  The term case was, therefore, used as a descriptor of each 
aspect of the transferor/transferee relationship; this meant that a two-tailed (Yin 2013) 
case study approach was required. 
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3.4.1 Selection of Units of Analysis for Case Studies 
There was a need to ensure that the design principles upon which this case study was 
based could be replicated (Yin 2013) so clear boundaries in terms of time and geography 
were needed (Creswell 2003, Descombe 2010).  Once again this research project lent 
itself to a case study approach as there were clear boundaries in place, CIPD approved 
MSc HRM programmes being one boundary, geographical boundary being a second and 
the time-frame within which the research was set being a third. 
 
Yin (2013) advised that the selection of units of analysis within a case study is critical 
and does not follow traditional sampling logic, reinforcing the views of Stake (2005) and 
Savin-Baden and Major (2013) who discuss the difficulty of aligning a case study 
approach into traditional methodological frameworks.  It is the significance of the unit of 
analysis rather than the rigour of its sampling process that is important.  In order to study 
knowledge transfer within a variety of work environments sufficient units of analysis 
(individuals) were required to allow for sufficient data to be collected for both cases, in 
order to explain MSc HRM acquired-knowledge transfer phenomena.  As the transferor 
case study used MSc HRM students as units of analysis, the starting point for selection 
was University Centres.  One Centre was self-selecting, as the researcher was then 
employed by University Centre A.  Using just this Centre would have provided an insular 
research project (Yin 2002, Creswell 2003, Stake 2005), one open to criticism as to the 
level of confidence in its degree of trustworthiness and relevance within other 
organisational environments, as comparisons would have been difficult.  It was, 
therefore, decided that a multi-Centre approach was taken; this allowed for insights 
gained to have a wider basis of evidence.  It also allowed for any bias, due to students and 
researcher both being from University Centre A, to be mitigated.  In order to test 
knowledge transfer, units of analysis that were considered to be typical were required, 
that were similar in specific aspects with all others, which students studying MSc HRM 
in CIPD approved University Centres were.  Using this approach it was possible to focus 
on a small number of instances which allowed for a detailed account to be investigated.  
Whilst it was acknowledged that more than one Centre was required in order that more 
robust evaluation could take place it was also felt that too many Centres would dilute the 
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credibility of findings as the focus would be on breadth rather than depth of analysis.  A 
pragmatic choice (Descombe 2010) was, therefore, necessary when selecting relevant 
Centres. 
 
MSc HRM students formed the units of analysis for the transferor aspect of the case 
study.  Yin (2013) advised that cases should not be unusual, extreme or critical, rather 
they should be typical; this allowed for bias to be mitigated as far as possible (Descombe 
2010).   It was, therefore, important to ensure that boundaries around the case studies 
(Creswell 2003, Stake 2005, Savin-Boden and Major 2013, Silverman 2013, Yin 2013) 
were clearly drawn to allow for replication of this research.  Descombe (2010) indicated 
there were four factors that needed to be considered when picking typical cases, 
professional location, physical location, demographic location and institutional location.  
These four factors were used to ensure boundaries around the case study were robustly 
drawn. 
 
Professional and institutional locations were considered together in this instance.  
Professional location was focused around HRM based within MSc HRM programmes run 
by approved CIPD University Centres, institutional location being University Centres.  
All University Centres approved by CIPD ran MSc HRM programmes, matching 
curriculum to professional standards.  All potential units of analyses (students) were, 
therefore, professionally co-located within both academia and the HR profession.  Where 
both professional and institutional location diverged was when the study moved into 
work environments, as each work-organisation was different and professional influences 
were wider than HRM.  However, as it was MSc HRM acquired-knowledge transfer into 
exemplar work-environments that was being studied their atypical nature was felt to 
enhance analysis. 
 
Demographic location was addressed by selecting University Centres that ran MSc HRM 
programmes on a part time basis: target group for study participants being students in full 
time employment, often funded by their employer and on day release.  Although this was 
the target group there were some self-funding students who were undertaking individual 
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career development; all worked within HR.  Using participants that were already 
embedded within work environments had two advantages.  Firstly, they were familiar 
with their employing organisation so were able to clearly articulate structures that 
facilitated knowledge transfer and identify any barriers to such transfer.  Secondly, the 
study was not blurred by knowledge of different work-based organisations as it might 
have been if participants had been new in employment status.  There were CIPD 
approved MSc HRM programmes that ran on a full time basis; these were not considered 
a viable source for cases as their students were not in employment so would not be able 
to evidence how they disseminated MSc HRM acquired-knowledge within work 
environments.  
 
Physical location was considered in terms of mitigating bias, ensuring close physical 
location meant that the external business environment, within which students were 
located, was similar in terms of both economic and political aspects; a dissimilar external 
business environment might have introduced an element of bias.  Although it was 
acknowledged that economic circumstances of MSc HRM students were not identical, it 
was felt that there were sufficient similarities within the geographical boundary, levels of 
unemployment and lower investment than in other parts of the country such as the South-
East, to ensure bias was mitigated as much as possible.  An additional benefit of 
geographical propinquity was that it allowed for travel between sites to be kept to a 
minimum, keeping costs as low as possible, and facilitating adherence to the time 
boundary (Creswell 2003, Yin 2013).  Using University Centre A as a starting point, two 
CIPD approved University Centres geographically closest were chosen to participate.  
Three University Centres allowed access to sufficient MSc HRM students for detailed 
qualitative research to take place whilst ensuring there was analytical validity in terms of 
cross comparison between different units of analysis in the form of MSc HRM students.    
 
Having selected three University Centres it was necessary to locate a valid research 
population within each University Centre.  As MSc HRM knowledge was encapsulated 
within CIPD professional standards it was necessary to seek views and opinions from 
students who had achieved this level of knowledge: those in their final year of MSc HRM 
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programmes.  These students formed a research population and were the starting point for 
this research.  It was impossible, within the remit of this study, to have ensured that all 
research participants had the same level of prior learning and work experience.  However, 
by using MSc HRM programmes it was possible to state that students’ backgrounds were 
similar, in terms of educational and work experience, as entry requirements onto CIPD 
approved MSc HRM programmes are laid out within a framework agreed by CIPD and 
University Centres.   
 
Selection of units of analysis for the second tail of the two-tailed approach (Yin 2013) 
was more problematic as each of the MSc HRM students worked in different 
organisations within the geographical boundary.  In order to explore how MSc HRM 
acquired-knowledge was transferred within organisational contexts it was necessary to 
have access to employing organisations Anderson 2009, Descombe 2010, Newby 2010).  
Although University Centres B and C were willing to allow access to MSc HRM students 
as part of this research they were not willing to allow access to their employing 
organisations, as this was seen to be commercially sensitive information.  Asking MSc 
HRM students studying within University Centres B and C for their employers’ details 
was unethical and would have resulted in those two University Centres withdrawing co-
operation.  Therefore, an approach which allowed transferee units of analysis (Managers) 
to be approached was necessary.  Managers formed the other part of the tail so were  
necessary for inferences to be drawn (Yin 2013) in relation to MSc HRM acquired-
knowledge transfer.  University Centre A provided access to their data base for all 
employers who funded students on MSc HRM programmes and Operational Managers 
based within the geographical boundary studying for an MBA; this formed the basis for 
the transferee case. 
 
3.5 Research Principles 
 
3.5.1 Ethical Considerations 
Ethical considerations were multi-layered and affected each aspect of this research 
project; it was vital that research participants were treated with respect throughout 
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(Alderson and Morrow 2004).  Ethical principles outlined by Bryman (2008), Anderson 
(2009), Descombe (2010), Newby (2010), Plowright (2011), Savin-Baden and Major 
(2013) and Silverman (2013) were used to inform this study’s ethical stance.  
   
Anderson (2009) looked at research ethics from stakeholders’ points of view, each group 
of stakeholders having different ethical issues that needed to be considered.  For this 
study stakeholders fell into distinct groups, which mirrored those outlined by Anderson 
(2009), research participants, organisations (University Centres and work-based) and the 
University of Derby, under whose auspices this research was conducted.  Ethical issues 
and how these affected each of these three groups were considered.  Appendix 2 
consolidates this into a table for information.   
Informed consent and voluntary participation were seen as vital components of this 
research and reflected the views of  Anderson (2009), Descombe (2010), Newby (2010), 
Plowright (2011), Savin-Baden and Major (2013) and Silverman (2013).  Research 
participants were initially approached either because they were studying on an MSc HRM 
programme or because they had previously given consent to be contacted for research 
purposes.  The first point of contact was either verbal information passed via programme 
managers or via an e-mail, which outlined how and why they had been chosen to 
participate and the limits of their involvement.  They were then offered additional 
clarification, informed that they could seek further clarification throughout the duration 
of the study and told that they had the right to withdraw at any point up to data analysis at 
each research phase.  Potential participants who did not respond were considered not to 
have volunteered so were not contacted again.  However, informed consent was felt to be 
greater than voluntary participation and clarification of purpose; lack of informed consent 
can manifest itself during observation if that is perceived to be covert or if a researcher’s 
identity is hidden.  Although this research methodology did not explicitly include 
observation, face-to-face interventions were used which meant that there would be tacit 
observation taking place.  However, from and ethical point of view, as the researcher was 
initially introduced to students via programme managers and the research process 
explained it was felt that informed consent was gained and that participants understood 
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what was involved before they signed informed consent forms, which were held in a 
secure filing cabinet. 
 
Confidentiality and Privacy were the next areas that were addressed.  These fell into two 
parts, identification of participants and intrusion into issues felt to be private.  In order to 
ensure that participants would not be identified, research tools were coded without 
identifying factors such as name or employer.  Where participants had volunteered for 
semi-structured interviews or focus groups their personal details were held separately 
from data gathered.  All personal data were stored in adherence to the Data Protection 
Act (1998), held securely in terms of hard copy evidence and password protected, for 
data stored on a computer; data was only used to inform this thesis and not shared in any 
other format.  The only exception to this principle was if a participant divulged 
information around illegal acts; this was made clear within the informed consent process.  
In terms of intrusion into areas that were felt to be private it was not initially felt this was 
an issue as focus was on work-related issues; no illegal acts were encountered during this 
research, if any had, then the researcher would have informed the appropriate regulatory 
body.  Upon further consideration it was felt that some individuals might feel that 
divulging work-related issues might link into areas around personal privacy.  Research 
participants were informed they could refuse to answer any question they felt 
uncomfortable about, without justification.   
 
Bryman (2008) discussed research that harmed participants; research tools for this study 
were designed to be as objective as possible to reduce any possibility of harm.  In terms 
of this study harm was felt to be around issues to do with continuous employment which 
might result from divulging organisational issues.  However, rather than looking at this 
aspect from the point of view of harm, a counterpoint of protection was considered.  It 
was felt that protection had three aspects, physical, emotional and reputational.  Physical 
protection for both participants and researcher needed to be considered, to this end 
questionnaires were completed in a classroom environment supervised by an MSc HRM 
programme manager; face-to-face interventions were carried out in an environment 
agreed by both participant and researcher.  These varied from rooms in University 
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Centres and work environments.  This ensured that the ‘dignity and well being of 
participants’ (Anderson 2009 p.75) was protected and research was carried out in a safe 
environment in a fair and equitable manner.  Emotional protection was also considered 
when deciding on a safe environment for participation.  Emotional issues, within this 
research context, were felt to be around issues raised which might highlight individual 
problems around knowledge transfer, particularly when discussing work-related issues, 
which could link into performance management.  Anonymity was felt to cover some 
aspects of this, research objectivity others.  However, it was felt this could be mitigated 
by a reiteration of the work-based focus at the introduction stage of face-to-face 
interventions.   A coding system to refer to interviewees was used and specific 
organisational details were omitted from the field notes; this meant that participants could 
not be identified by their organisational role at findings or analysis stages.  At this stage 
participants were also asked if they wished to be recorded during interview and notified 
that any recordings would only be used for the study and destroyed in line with the Data 
Protection Act (1998).  None of those interviewed wished to be recorded so notes were 
made using a code rather than names.  A wider consideration around reputational issues 
was needed as it covered not only individuals but also work-based organisations, 
University Centres and the Ed.D programme run by the University of Derby.  The 
University of Derby had required a submission to their ethics panel (Appendix 3) prior to 
commencement.  University Centres B and C (Appendices 4 and 5) had also required 
clearance from ethics committees and had clearly laid down boundaries within their own 
institution.  Guidelines from all ethical submissions were used to inform relationships 
with all participants.  As all participants were able to refuse to participate or answer 
specific questions, it was felt that they were able to control their own reputation in 
relation to this study. 
 
It was further felt that as research was carried out in an independent and objective manner 
with sensitivity being shown to all participants an ethical stance was maintained.  Starting 
with clarity around all research questions, continuing by ensuring there was no deception 
around any aspect of the research and dealing with issues as they arose.  These ethical 
principles informed research design, application and data analysis.  It was hoped that by 
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utilising these principles this study would run smoothly along clearly ethical lines.  
However, since it was felt that there might be ethical dilemmas which were initially 
unforeseen, it was decided that any unfolding demands would be considered and 
addressed as and when they arose.  No issues emerged during this research which had not 
been addressed at methodology stage. 
 
3.5.2 Credibility of Research Methods 
Validity and reliability were considered when selecting cases for research and the 
robustness of research populations.  However, there was more to how credible this study 
was than those two aspects.  Savin-Baden and Major (2013) debated whether the terms 
validity and reliability are appropriate for qualitative research as they are aligned to 
quantitative enquiry and experimentation.  In terms of this study an approach was taken 
to review the quality of methods utilised rather than their replication within different case 
study situations.  Lincoln and Guba (1985) recommended four criteria to ensure quality 
of research: these were credibility, transferability, dependability and conformability.  
These terms were used to justify the quality and credibility of this study. 
 
Credibility was linked into the relevance of chosen case organisations; this ensured that 
findings represented reality within those organisations as informed by participants’ 
reality.  In order to ensure the credibility of gathered data itself it was necessary to use 
different sources and different research methods.  Four data sources were used: (1) MSc 
HRM students within an academic setting and again (2) within their work environments; 
enabling the interpretation of data to be checked.  This was then added to by using (3) 
workplace managers and (4) focus groups as additional data sources.  Three different 
methods of data collection were used: (1) questionnaires, (2) semi-structured interviews 
and (3) focus groups.  These four sources, together with three differing methods, allowed 
for greater levels of interpretation; which, in turn, allowed for sense to be made of all data 
gathered.   
 
Reality emerged from data collected upon interpretation; reality within this study may be 
different from others, but it was aligned to literature.  Transferability of reality between 
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cases was possible which would indicate that results were applicable within different 
situations.   
 
Dependability and conformability related to research means and methods and objectivity.  
Research context was articulated and changes to research methods were documented to 
ensure that repetition would be possible.  Therefore, research methodology was 
dependable and could be replicated.  At all stages an objective stance was taken, with a 
neutral approach being taken to data analysis and interpretation, whilst using relevant 
theory as a context to place findings.  
 
3.5.3 Sampling Strategy 
Although Yin (2013) indicated that case study research does not follow sampling logic, 
reinforcing the views of Descombe (2010), and Savin-Baden and Major (2013) that a 
case study approach cannot be located on the methodological spectrum, was felt 
necessary to consider sampling when applying research tools within the case study 
process.   
 
3.5.3.1 Questionnaires 
Three MSc HRM programmes that were delivered at CIPD approved university centres, 
formed a representative or typical sample, acting as ‘exemplifying case[s]’ (Bryman 2008 
p. 56); this allowed ‘a means for generating insights and information’ (Descombe 2010 p. 
24) which in turn allowed for generalisation into other CIPD approved University 
Centres, where realties might match the case study (Yin 2013).  Selection was ‘based on 
predetermined criteria and acknowledged expertise´ (Newby 2010 p. 251).  This 
approach was one of non-probability as it was not possible to gain access to the whole 
population or feasible to include large numbers of examples.  A purposive approach was 
taken, which involved ‘an element of discretion or choice’ (Descombe 2010 p. 25), aimed 
at generating a representative sample, based on specialist groups which allowed for 
‘insights and understanding that arise through experience’ (Newby 2010 p. 251). 
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Within University Centres it was then necessary to look at targeting research participants, 
in order to evaluate knowledge transfer with one party being an initiator of transfer and 
another party being a receiver.  There were in essence two tails to the case study (Yin 
2013): the transferor population being students on their final year of the MSc HRM and 
the receiver population being managers within work environments.  This two-tailed 
approach was required in order to ascertain what was being transferred from students and 
also what organisations were receiving within social settings (Descombe 2010), time and 
place (Creswell 2003).   
 
The transferor population were all students in their final year of an MSc HRM 
programme within three University Centres.  All students enrolled onto an MSc HRM 
programme within University Centres A, B and C were invited to participate by 
completing a self-completion questionnaire; this allowed for participants to be ‘people 
whose experience and perspective [were] deemed to be important to the investigation’ 
(Anderson 2009 p. 202). 
 
3.5.3.1 Semi-structured Interviews 
Questionnaire participants were asked whether they wished to volunteer for a semi-
structured interview.  Those who volunteered were contacted and an interview arranged.  
In order to maintain an anonymous approach to data collection contact details of 
volunteers were detached from questionnaires and stored separately from original 
questionnaire codes.  This allowed for removal from this phase, if this was requested at a 
later date.  Data from questionnaires was analysed prior to any contact being made with 
volunteers for semi-structured interviews.  There were two reasons for this, firstly, it was 
felt this would lessen any connection within my mind that might have remained between 
data sets, secondly, it allowed for data gathered via questionnaires to be used to inform 
semi-structured interviews.   
 
As stated earlier, the target population for receivers of knowledge was more problematic; 
Centre A allowed for sponsor organisations, those who had funded students, to be 
contacted, Centres B and C did not.  This research population was taken from University 
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Centre A’s database of named managers who had funded students on an MSc HRM 
programme within the previous academic year, asking for volunteers to be interviewed.  
All volunteers then formed a research population for work-based managers of HR 
professionals. 
 
3.5.3.3 Focus Groups 
Once it became clear that additional data was required to draw cross-case conclusions, 
and access had been negotiated, sampling was simple for both focus groups.  All students 
studying in their final year on both MBA (receivers of MSc HRM acquired-knowledge) 
and MSc HRM (transferors of MSc HRM acquired knowledge) programmes at 
University Centre A were invited to participate.  All who volunteered were then invited 
to one of two focus groups, designed to enhance the semi-structured interviews with 
managers (receivers) and students (transferors).  Focus Group 1, FG.1 (Ops Man) 
consisted of MBA students and Focus Group 2, FG.2 (HR), of MSc HRM students.  
 
This could not be considered true random sampling; it was a pragmatic solution 
(Descombe 2010), which allowed for the construction of reality within a case study 
environment, whilst accessing a wider pool of data and met Yin (2013) criterion of 
replication.  Both focus groups were a sub-population of either managers or HR 
professionals within the geographical boundaries (Descombe 2010) set for this study. 
 
3.5.4 Elements of bias within the study  
There were elements of bias that had been deliberately factored into the research 
methodology in order to provide a clear focus on MSc HRM acquired-knowledge transfer 
into and across organisations.  The research focused on CIPD approved MSc HRM 
programmes run on a part-time basis, whose students worked in an HR function.  This 
was a deliberate strategy designed to narrow the research focus. 
 
However, there were other areas where bias may have emerged as a result of the research 
methodology itself.  These are outlined below. 
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3.5.4.1 Selection of cases 
Boundaries were set in terms of geography (Creswell 2003, Descombe 2010).  This 
ensured that external business environments were similar, mitigating the effect of bias by 
external business factors influencing MSc HRM acquired-knowledge transfer. 
 
3.5.4.2 Questionnaires 
These were issued to MSc HRM students in their final year.  There was an element of 
bias that needed to be considered at this stage.  As the questionnaires were issued during 
the taught aspect of MSc HRM programmes it was considered that research participants 
might feel that completion was a mandatory requirement.  This was particularly relevant 
at University Centre A where the researcher was employed.  This element of bias was 
mitigated by the research delegating the issuing of questionnaires to the programme 
leaders who briefed their students on the rationale behind the research and the voluntary 
nature of completion. 
 
3.5.5.3 Interviews 
As these were conducted face-to-face there was a greater chance of bias being evidenced 
by the interviewer.  An additional element of bias might have emerged due to any link, in 
the interviewer’s mind, between the questionnaire and the interviewee.  These elements 
of bias were mitigated in the following manner.  Firstly, the part of the questionnaire 
gathering the details of volunteers was separated from the questionnaire prior to analysis 
of questionnaire data.  This meant that there was no explicit connection between 
questionnaire response and interviewees.  Secondly, the same interviewer conducted all 
interviews.  This approach could not remove all bias, however, any bias would be 
consistently applied.  Thirdly the interview process was semi-structure, with interview 
questions being developed from the questionnaire response.  This ensured that the same 
questions were asked by the interviewer.  The open nature of the questions allowed 
interviewees to mould their responses to their own organisational experiences rather than 
being driven by the interviewer.   
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An element of bias that emerged, after the interviews were completed, was the 
homogenous nature of interviewees.  Both managers who volunteered to be interviewed 
were HR managers, their experience remaining within the HR domain of knowledge.  
This was mitigated by linking into operational managers as part of focus group one – 
FG.1 (Ops Man). 
 
3.5.4.4 Focus groups 
As with questionnaire and interview participants, both focus groups were briefed by their 
respective programme leader as to the rationale behind the research and the voluntary 
nature of participation.  FG.2 (HR) reflected the make-up of participants at both 
questionnaire and interview stage.  It was felt that this was building on a bias towards the 
HR domain of knowledge.  In order to mitigate bias it was decided to include a group of 
operational managers as part of FG.1 (Ops Man).  This decision reduced the element of 
bias towards the HR function.  However, access to operational managers was via an 
MBA final year cohort.  This in itself, affect bias in the following ways.  Firstly, as the 
MBA participant were drawn from the same geographical environment as all other 
participants, bias around external environmental sources, in term of political, economic, 
social and technological sources, was contained.  Secondly, the fact that all operational 
managers involved were studying management at Masters level meant they could not be 
seen as a true representation of operational mangers per se.  On the positive side, FG.1 
(Ops Man)’s level of knowledge arounds management meant their understanding of the 
topic being researched was high. 
 
3.6 Pilot Research 
 
A pilot study of the questionnaire was undertaken in order to consider the validity of the 
questions being asked and to adjust as necessary, based on data collected at this stage.  
Data collected from the questionnaire pilot were not included within the main study as 
the questions were adjusted after the pilot was completed, which meant, in effect, it was a 
different piece of research (Plowright 2011).  For the semi-structured interview a pilot 
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was also undertaken, however, as there was no adjustment to the questions data from this 
pilot was included within the analysis. 
 
3.6.1 Questionnaire 
As stated above, a pilot was undertaken (pilot questionnaire at appendix 6); students from 
University Centre A, in their final year of study on an MSc HRM programme, were asked 
to complete a pilot questionnaire.  This cohort of students was in the academic year prior 
to that of the research population.  25 were issued and 17 (68%) were returned.   
 
3.6.2 Semi-structured Interview 
The pilot semi-structured interview was undertaken with MI.1; no adjustments to the 
interview questions were made, however, this interview allowed for decisions to be made 
about interview structure and how to refer to interviewees within this thesis. 
 
3.7 Revision to Research Tools as a Consequence of Pilot Studies 
 
3.7.1 Adjustments to Questionnaire Design Following a Pilot Study 
After analysis of data gained from this pilot, questions were refined in terms of tone of 
the questions and order within the questionnaire.  Full details of these adjustments are in 
appendix 7.   
 
3.7.2 Adjustments to Data Analysis for Questionnaires after a Pilot Study 
Analysis of pilot questionnaires led to a large number of categories (Appendix 8); for one 
question there were 13 different categories identified.  This was felt to be far too many to 
be manageable and allow for analysis.  Reviewing the themes allowed for the grouping of 
answers into more encompassing categories.  At this point a decision was taken that for 
each question which required coding, four categories would be utilised; these categories 
were based on data received from pilot questionnaires.  Data analysis from pilot 
questionnaires is at appendix 9. 
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3.7.3 Adjustments made to Interviews Following a Pilot Study 
The first interview undertaken was viewed as a pilot in terms of interview approach, 
although information gained from interview one was included within the analysis for the 
interviews.  This decision was based on the lack of adjustment required to the interview 
process and also the lack of managers volunteering to participate in a semi-structured 
interview.  This interview was with a Manager of HR professionals.  The interview went 
well, she appeared to be open and honest in her discussions; as this format worked well it 
was used for future interviews. [NB: note informing the changes in approach are at 
appendix 10.]  This interview did raise a few issues that needed to be considered prior to 
continuing: 
 
1. The venue of the interview.  This was decided to be the choice of the 
interviewee providing it was a safe environment for both participants; this 
enabled interviewees to be as relaxed as possible. 
2. Prior to this pilot the right to withdraw had been set at any time.  However, 
after discussion with MI.1, a time-frame in which the interviewee can 
withdraw from the process was set at up until the point of analysis, as to 
disentangle one aspect from the whole would be impossible.   
3. Sharing of research notes.  Manager 1 did not ask for this to happen, however, 
other participants might have made such a request.  Upon consideration it was 
felt that the transcript was a record of interviewees’ answers as part of a 
conversation at a point in time; the notes were shared at this point to ensure 
their accuracy.  Interviewees were allowed to withdraw from the research at 
this point.  
 
3.8 Access to Research Populations 
 
The focus of this research was transfer of knowledge from MSc HRM programmes and, 
as discussed earlier, required access via University centres.  An inductive, social 
construction approach was taken, using a case study design; this required multiple 
research tools in order to acquire as much data a possible (Newby 2010).  Three research 
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tools had been considered, these being questionnaires, semi-structured interviews and 
focus groups. 
 
Approaching this study from MSc HRM programmes ensured that the study’s population 
had the necessary MSc HRM acquired-knowledge to transfer; access to work-place 
environments was gained via volunteers from this initial group.  In order to ensure all 
participants had obtained the required level of knowledge, initial contact was made with 
students as they completed their final year of MSc HRM programmes.  Descombe (2010) 
and Plowright (2011) advised that selection of research methods needed to be fit for 
purpose, which it was felt suggested a pragmatic approach was taken.  In this instance a 
strategy was devised where initial contact was via a questionnaire, with follow up 
contact, within work environments, via semi-structured interviews. 
 
3.8.1 Questionnaires 
MSc HRM programme leaders, within University Centres, were approached in order to 
gain access to final year student groups.  MSc HRM programme leaders were all very 
supportive and willing to facilitate student participation.  However, all were required to 
gain permission from a more senior member of staff.  University Centre A employed the 
researcher and permission was gained swiftly to all relevant databases, students and 
sponsoring organisations.  Both students and sponsors had given permission, via 
enrolment processes, for their details to be shared as part of academic research activities.  
University Centres B and C required strict guidelines to be adhered to prior to any access 
to students and neither allowed access to sponsors.  University Centres B and C allowed 
access to one cohort of final year MSc HRM students only; questions on design and 
delivery of programmes were not allowed, nor were questions dealing with teaching or 
learning in terms of quality.  Both University Centres B and C required sight of all 
research tools relevant to their students and ethical approval, in line with their internal 
processes.  Once these processes had been completed, relevant programme leaders issued 
questionnaires to their final year MSc HRM students.    
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3.8.2 Semi-structured interviews 
Semi-structured interviews fell into two categories, firstly, MSc HRM students 
(transferors) and secondly, managers within sponsor organisations (receivers), those 
organisations who funded students onto MSc HRM programmes.  
 
For the first set of interviews access was gained via MSc HRM students, who completed 
the questionnaires and who were then asked whether they wished to participate in a semi-
structured interview.  If they did then they completed an informed consent proforma, 
attached to the questionnaire, which gathered their personal details.  This aspect had been 
covered via discussions within all University Centres and ethical approval gained in the 
same way as for the questionnaires.   
 
Semi-structured interviews with sponsor organisations proved more problematic as 
University Centres B and C did not allow access to their sponsor organisations; this 
information was considered to be commercial-in-confidence.  Therefore, University 
Centre A sponsor organisations were the only ones approached to participate.  All 
organisations on University Centre A’s MSc HRM sponsors’ database were sent an 
invitation to participate, giving details of the study and a request for permission to contact 
them.    
 
3.8.3 Focus Groups 
It was not until questionnaire and semi-structured interview stages had been completed 
that the lack of data sets was felt to be an issue.  Initially sufficient volunteers were felt to 
be in place for interview.  However, at the end of the semi-structured interviews it was 
apparent that additional data would be needed.  It was then decided to run two focus 
groups, one with Operational Managers and one with HRM professionals.  Access was 
gained via University Centre A’s programme managers for MBA (receivers) and MSc 
HRM (transferors) programmes.  University Centres B and C were not approached as this 
had not formed part of either initial informed consent or ethical approval, which would 
have needed to be applied for again.  It was, therefore, felt not to be appropriate to start 
negotiating for access again at this stage. 
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For both focus groups, an explanation of the rationale behind the research was given, 
which included the research purpose.  Also, at this stage, informed consent was sought 
from participants.  The rationale behind both focus groups was to replicate a semi-
structured interview process within a group environment, whilst using data already 
gathered to inform discussion.    
 
3.9 Research Methods 
 
A case study approach meant that there was no standard template for research designs 
(Stake 2005, Descombe 2010, Savin-Baden and Major 2013, Silverman 2013, Yin 2013), 
the rationale behind this research was to ask how and why MSc HRM acquired-
knowledge was transferred into and across intra-organisational boundaries and required a 
focus on contemporary issues.  The subjective nature of the research required a range of 
research tools to ensure appropriate data was gathered.  The rationale behind the choice 
of research methods is outlined below. 
 
3.9.1 Questionnaires 
Questionnaires were straightforward and allowed for a standardised approach to be taken.  
They also allowed for questions to be asked in a variety of guises.  After an initial 
research meeting with MSc HRM programme leaders from the three case study 
University Centres, questionnaires were issued, by the programme leaders, to students at 
the three chosen University Centres.  The questionnaires were introduced with a standard 
narrative to ensure that a consistent message in relation to the research purpose was 
delivered.  Students were then asked to complete a questionnaire if they wished to, 
thereby ensuring informed consent was gained.  82 questionnaires were issued and 32 
returned.  Students were left alone to complete the questionnaire and asked to return them 
to their programme leader or post back in a pre-paid envelope to the researcher.  This 
ensured that students did not feel pressurised into volunteering.  All students were told 
they could ask any follow up questions and were given the researcher’s contact details.  
The questionnaires were numbered as an aid to analysis; there was no requirement for 
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students to identify themselves.  Bryman (2008) suggested that such a self-completion 
questionnaire was similar to a structured interview; the latter process was not used for 
this project for three reasons.  Firstly, the researcher was known to some students who 
were targeted as research participants; this relationship may have influenced any decision 
to participate and introduced an element of bias.  Secondly, time was a consideration, 
those who chose to become research participants completed their questionnaire at the 
same time; a structured interview approach would have required an interviewer to spend 
time with each participant.  Thirdly, as this initial approach was within an MSc HRM 
programme students may have felt obliged to participate in an interview with a tutor, 
seeing it as a programme requirement and not voluntary participation. 
 
The questionnaire had two purposes.  It was designed to gather information on how 
participants considered MSc HRM acquired-knowledge was transferred into their work-
places; this provided an overview and allowed for testing of relevant theory.  It also 
allowed for participants to volunteer for the next phase of this research, semi-structured 
interviews.  The fact that questionnaires were a one-off process, that did not allow for 
follow up or probing, was not an issue as such follow up was undertaken via semi-
structured interviews.  
 
3.9.2 Semi-structured interviews 
Savin-Baden and Major (2013) felt that semi-structured interviews were a ‘main stay of 
qualitative research’ (p.357) and should be designed to be a ‘conversation between two 
individuals’ that ‘replicate[s] … natural conversation’ (p.357).  Use of semi-structured 
interviews required a format that would allow for knowledge transfer to be discussed 
from ‘general to specific’ (Savin-Baden and Major 2013 p. 359).  It was also necessary 
that interviews were conducted face-to-face rather than via a telephone conversation.  
Face-to-face interviews allowed for non-verbal communication to be taken into 
consideration when asking follow-up or probing questions.  It also allowed for a 
relationship to be built between researcher and participant where organisational reality 
would more easily be discussed.  The choice of a semi-structured interview format, as 
opposed to either structured or unstructured, was due to a need to ascertain how 
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participants’ experiences compared with, or differed from, one another in significant 
details.  This could only be done by listening to participants’ narratives, probing as to 
how these fitted organisational frameworks (Kvale 2006).  A purely structured approach 
would not allow for greater depth than that has already been gathered by using 
questionnaires, whereas an unstructured approach might not cover the aspects required to 
explore knowledge transfer in context.  The choice of a semi-structured approach meant 
that there was a possibility that participants’ unique perspective would not be fully 
explored; this was countered by asking if there were any other relevant points research 
participants wished to make in relation to this topic. 
 
An approach of focus groups was considered at this point and could have been utilised 
for this aspect.  This would have allowed for a saving in interview time, however, the 
uniqueness of each participant’s experiences would have been lost.  This perspective was 
important to issues relating to knowledge transfer, so needed to be preserved.  In 
addition, on a practical logistical level, pulling together focus groups from across three 
University Centres, would have been difficult, if not impossible, leading to a dilution or 
stagnation in research terms.  
 
3.9.3 Focus groups 
Upon receipt of completed questionnaires it was felt that a sufficient number of 
volunteers for the semi-structured interviews had been recruited (14).  The same was felt 
to be true for sponsor organisations who had volunteered to participate (7).  However, 
between volunteer stage and actual interviews there was an erosion of numbers willing to 
participate in interviews.  This was due to a break in the research project due to the 
researcher suffering two family bereavements.  To ensure the robustness of this study it 
was felt necessary to include a further method of data collection; a review of the use of 
focus groups was undertaken and it was decided to run two focus groups.   
 
The first focus group consisted of managers enrolled on University Centre A’s Masters in 
Business Administration (MBA) programme.  All participants, within this focus group, 
were employed at a strategic and operational management level within businesses across 
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the same geographical boundaries as the University Centres.  The fact that participants 
were studying for an MBA did mean that they may not have been fully representative of 
attitudes held by a random selection of organisationally-based managers.  However, their 
level of academic understanding did allow for greater insight into the study’s aims. 
 
The second focus group consisted of final year students enrolled on University Centre 
A’s MSc HRM programme.  This group had not been involved in either the pilot or 
questionnaire or interviews previously undertaken.   Once again they matched 
geographical boundaries, and also academic knowledge requirements that were criteria 
for participants at both questionnaire and student interview stages.  
 
The approach taken to running both focus groups was linear.  The data gathered from 
questionnaires and interviews was built upon.  FG.1 (Ops Man) brought a new 
perspective which had not been evidenced within the interviews with Managers, whereas 
FG.2 (HR) confirmed data gathered from questionnaires and interviews with students.  
This approach allowed for interaction between group members and co-construction of an 
agreed narrative. 
 
The need to use focus groups at this late stage was initially disappointing.  It also meant 
that focus shifted to one main University with the two others being used to compare in 
terms of validity and reliability.  However, in reality, both focus groups had members 
from diverse organisations within the boundaries of the two-tailed case study, allowing 
for details of operational links to be enhanced.    
 
3.10 Research Design 
 
3.10.1 Questionnaires design 
The questionnaire was designed using both closed and open questions (copy at appendix 
11).  Questionnaires started with closed questions which were designed to obtain 
informed consent, ascertain whether participants wished to volunteer for the semi-
structured interview stage and check their level of work-related responsibility and the 
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sector within which they worked.  These questions were not numbered as they were used 
to support the analysis within the rest of the questionnaire.  Question 1 was an open 
question, designed to ascertain how knowledge was transferred within organisational 
boundaries, linking into means and methods of knowledge transfer.  Question 2 was also 
open and asked for examples of types of knowledge transferred.  It was hoped that this 
would produce a qualitative narrative with detailed examples of knowledge transfer.  It 
was felt that after participants had given thought to examples of knowledge transfer they 
would be in a position to specify to whom knowledge was transferred, so question 3 
allowed for a forced choice of four specific levels of management with an additional 
option of “other” to allow for unforeseen responses.  Question 4 followed on from this to 
ask for examples of what type and level of knowledge was transferred for each category 
of manager; once again a qualitative narrative was expected.  Question 5 was felt to be an 
appropriate point to ask about barriers to knowledge transfer; once again a forced choice 
was provided with an “other” option.  The questions had now covered processes and 
types of knowledge transfer, levels at which transfer took place and barriers to transfer.  
At this point it was necessary to move onto outcomes, what happened to knowledge once 
transferred.  Question 6, therefore, asked what outcomes manifested themselves after 
knowledge transfer; a qualitative narrative was anticipated.  The questionnaire was 
designed not to be too long, as participants needed to be able to complete it quickly.  
Anything too long would have run the risk of being seen as too onerous to complete. 
 
3.10.2 Semi-structured interviews design 
Using the data gathered via questionnaires, interviews with Managers were designed to 
cover how knowledge transfer was managed within organisational structures.  These 
interviews covered links between knowledge transfer and organisational strategy, how 
knowledge flowed throughout their organisation, looking at both formal processes and 
informal routes, before discussing organisational approaches to L&D and professional 
qualifications.  It was decided, prior to interview stage, that the term ‘workplace 
communities’ would not be raised unless done so by interviewees.  Instead, note would 
be taken of any discussions which appeared to mirror Wenger et al’s (2002) or Illeris’s 
  Doctorate of Education, University of Derby 
Helen Corner 87 of 225 September 2017  
(2011) approach to workplace communities in order to inform analysis.  Questions used 
in interviews with managers are attached at appendix 12. 
 
A similar approach was taken for interviews with student volunteers (HR professionals).  
However, a stance was adopted that focused less on what management said happened and 
what their perception of how MSc HRM acquired-knowledge was transferred within their 
organisational contexts.  Once again, links to how knowledge transfer was facilitated 
within organisational structures were discussed; these were enhanced by examples of the 
reality within which knowledge transfer took place.  Again the term ‘workplace 
community’ was not raised explicitly by the interviewer; any mention by interviewees 
was noted for analysis.  Questions used for interviews with students are attached at 
appendix 13. 
 
3.10.3 Focus Groups design 
Once this point had been reached a clearer understanding had been formulated around the 
reality of knowledge transfer within organisations, what facilitated transfer and what 
reduced or prevented it.  It was decided that focus would be on how knowledge was 
transferred within organisations and what might prevent its transfer.  Data gathered 
during the interview stage highlighted HR departments’ role in MSc HRM acquired-
knowledge transfer; this had not been identified prior to this stage.  As knowledge 
transfer within this study was clearly linked into HRM it was also decided to explore HR 
departments’ role within MSc HRM acquired-knowledge transfer.  A neutral approach to 
all aspects for focus groups was taken to avoid leading the discussion.  The same 
approach was taken to both focus groups in order that clear comparisons between them 
could be made.  Briefing to facilitate focus groups is at appendix 14. 
 
3.11 Methods of Data Analysis 
 
Data analysis was needed to reflect the similarities and differences in relationships 
Descombe 2010, Savin–Baden and Major 2013, Yin 2013) between the two sides of the 
case study tail.  In order to build an explanation of how and why (Stake 2005, Anderson 
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2009, Descombe 2010, Yin 2013) MSc HRM acquired-knowledge transferred within 
organisational contexts it was necessary to explain these relationships, which were 
complex and difficult to measure in a precise manner.  Codes needed to be developed that 
explained (Savin-Baden and Major 2013) what was happening as MSc HRM acquired-
knowledge was transferred intra-organisationally.  Coding needed to symbolise the 
interpreted meaning of data whilst ensuring there were sufficient categories to encompass 
all relevant data. 
 
Methods of data analysis evolved as the research progressed.  Codes were developed at 
the design of questionnaire stage.  Themes, drawn from literature reviewed as part of this 
research, were used to inform the questions.  Themes were then generated based on 
phrases used within the response to open questions.  This, open-coding approach 
(Silverman 2013) led to a large number of codes: too many codes to allow for meaningful 
analysis.  Using a thematic approach, which sought connections between the codes 
(Savin-Baden and Major 2013) the number of codes was narrowed to four.  This 
approach allowed for theory to be used to inform the codes whilst allowing for data to 
inform them too.   
  
3.11.1 Questionnaires 
Questionnaires were designed to establish a framework of how knowledge was 
transferred within workplace environments, based on theory outlined within literature 
reviewed for this study.  Content analysis was felt to be the most appropriate approach as 
this allowed for the frequency of words and phrases to be measured (Descombe 2010, 
Savin-Baden and Major 2013).  Content analysis allowed for categories to be devised that 
allowed for all examples to be included whilst being mutually exclusive (Savin-Baden 
and Major 2013). 
 
Although the questionnaire design was based on relevant theory it was decided to allow 
codes to emerge to avoid prejudging; emergent codes were then used to inform the design 
of both semi-structured interviews and focus groups tools. 
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3.11.2 Semi-structured interviews and focus groups 
Thematic data analysis for both semi-structured interviews and focus groups took an 
approach which allowed for ‘constructions of personal identity and social worlds’ 
(Descombe 2010 p.280) to emerge.  This allowed for data gathered from interviews and 
focus groups to be flexible (Braun and Clarke 2006, Clarke and Braun 2013) and to 
inform analysis by supporting, maintaining, impeding or changing (Savin-Baden and 
Major 2013) the perception of how MSc HRM acquired knowledge was transferred.  In 
order to construct a picture of how MSc HRM acquired-knowledge was transferred 
within workplace environments a constant comparison (Savin-Baden and Major 2013) 
approach was taken.  This allowed for comparisons to be made between different 
research participants’ points of views and accounts, whilst also allowing for contrasts to 
be made within individuals’ narrative (Charmaz 2005). 
 
3.12 Summary 
 
A two-tailed (Yin 2013) case study approach was taken using social construction which 
allowed for the interpretation of qualitative data gathered from MSc HRM final year 
students across three University Centres and exemplar organisations with the designated 
geographical boundary.  This allowed for realities around MSc HRM acquired-
knowledge transfer to be explored within work environments, using MSc HRM 
programmes as a link into HR departments within a variety of organisations.   
 
Research tools were developed which allowed for data to be gathered and used to inform 
realities of MSc HRM acquired-knowledge transfer.  From a deductive starting point an 
inductive approach was taken, which allowed for the exploration of alternative 
explanations of realities surrounding MSc HRM acquired-knowledge transfer, before 
discussing fresh insights into this topic.  Using a thematic approach, data was 
consolidated into relevant themes prior to analysis and further discussion.   
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Chapter 4 – Findings 
 
4.1 Introduction 
 
This chapter will present data gathered from across all research populations which has 
been analysed thematically using a framework, informed by the review of literature, 
which indicated that workplace knowledge transfer required workplace, individual and 
community elements.  As outlined within the research methodology chapter, these were 
designated as organisational factors affecting knowledge transfer, individual incentives 
and motivation to transfer knowledge and community aspects that influenced knowledge 
transfer.  The finding from the questionnaire are presented in table format, whilst 
interview and focus group comments are grouped thematically. 
 
The term HR has been used as a generic descriptor of organisational HR functions and 
teams; this was to reflect the language used by interviewees and both focus groups. 
 
4.2 Research populations 
 
This study focused on two research populations.  Firstly, students (also known as HR 
professionals) who were studying in their final year of MSc HRM programmes at three 
University Centres; the student population was divided into three sub-populations, those 
who completed a questionnaire, those who were interviewed in a work setting and those 
who took part in a focus group.   Secondly, Operational Managers, divided into two sub-
populations, those who were interviewed in a work setting and those who took part in a 
focus group.  Data was gathered using questionnaires to students, interviews with 
managers, interviews with students, a focus group with operational managers and a focus 
group with HR students.   
 
Direct quotes from interviews and focus groups have been presented throughout this 
chapter to support the findings (using the designations outlined in Table 1 below); these 
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are presented in boxes after each section or sub-section.  Where direct quotes required 
clarification additional words have been included within square brackets. 
 
Research method Primary 
designation 
Secondary 
designation 
Tertiary 
designation 
Questionnaire respondents Q A, B or C Unique number 
taken from 
questionnaire 
Managers interviewed MI 1 or 2  
Students interviewed SI 1, 2, 3 or 4  
Focus Group (Operational 
Managers) 
FG.1 (Ops Man)   
Focus Group (HR students) FG.2 (HR)   
Table 1: Designation used for direct quotes 
 
4.2.1 Questionnaires - final year MSc HRM students  
The total number of students enrolled on the final year of MSc HRM programmes across 
all three university centres was 82.  All students were issued with a questionnaire.  30 
(36.6%) questionnaires were completed and returned.  The questionnaire asked students 
to volunteer for a semi-structured interview; 14 (17%) students volunteered.  The break 
down across University Centres is shown in Table 2 below.   
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University 
Centre 
Number of 
Questionnaires 
issued to final 
year MSc HRM 
students 
Number of 
Questionnaires 
returned  
Number of 
Volunteers for 
student 
interview 
Actual number 
of student 
interviews 
undertaken – SI  
A 19 12 (63%) 8 (42%) 0 
B 23 17 (73.9%) 4 (17%) 2 (8.7%) 
C 40 1 (2.5%)* 2 (5%) 2 (5%) 
Total 82 30 (36.6%) 14 (17%) 4 (4%) 
Table 2: Breakdown of questionnaires issued and returned, leading to interviews 
completed 
 
NB: Although three University Centres were used these were sub-categories for the 
transmitter research population.  Therefore, although only one questionnaire was returned 
from University Centre C, it was inlucded within the data as it was part of the main 
transmitter population. 
 
4.2.2 Semi-structured interviews – Managers 
An e-mail seeking volunteers was sent to all Managers who had sponsored a student on 
an MSc HRM programme in University Centre A, during the previous academic year, a 
total of 67.  Two (2.9%) managers who had sponsored students on an MSc HRM 
programme, volunteered to participate in a semi-structured interview.  The small number 
of volunteers at this stage was ameliorated by facilitating a focus group composed of 8 
Operational Managers.  
 
4.2.3 Semi-structured interviews – Students 
Table 2 indicated that four (5%) students were interviewed, two from University Centre 
B and two from University Centre C.  The reasons given were lack of available time or a 
change in their organisational role.  This was ameliorated by facilitating a focus group 
composed of 7 MSc HRM students in their final year. 
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4.2.4 Focus Groups 
Two focus groups were undertaken; FG.1 (Ops Man) consisted of operational managers 
enrolled onto a Masters in Business Administration (MBA) final year, comprising 8 
individuals, and FG.2 (HR) consisted of MSc HRM students in their final year, 
comprising 7 individuals.   
 
4.3 Organisational factors influencing learning and knowledge transfer  
 
4.3.1 Strategic Direction 
Research participants who worked in HR had been funded to attend an MSc HRM 
programme, such funding was an indication that achievement of the qualification was 
linked to organisational strategic direction.  It could have, therefore, been accepted that 
the value of MSc HRM acquired-knowledge was clear within sponsor organisations.  
However, anecdotal evidence gathered prior to this study indicated that this was not 
necessarily true.   
 
4.3.1.1 Value of knowledge acquired as a result of an MSc HRM taught programme 
The over-arching research question was whether knowledge gained from MSc HRM 
programmes was utilised within an organisational context and its perceived value within 
that context.   
 
In terms of knowledge acquired from an MSc HRM programme, questionnaire responses 
were analysed using four codings developed as part of the research methodology and 
outlined within that chapter: operational knowledge, theoretical knowledge, increase in 
confidence due to self-growth and a final code for not specified, where this question had 
not been answered.  Although an increase in confidence due to self-growth might not 
initially be seen as knowledge, it was noted by questionnaire respondents as something 
they had gained as a result of their studies.  Self-growth and self confidence were felt to 
be manifestations of tacit knowledge which facilitated transfer of explicit knowledge 
within organisational contexts.   
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Table 3 (below) indicates that operational knowledge was by far the most common type 
of knowledge questionnaire respondents stated they had acquired at 28 (93%) 
occurrences, ahead of theoretical knowledge with nine occurrences and self-confidence 
one occurrence and not specified also one.   
 
University centre A B C Total 
Number of questionnaires returned 12 17 1 30 
Operational knowledge 12 (100%) 16 (94%) 0 28 (93%) 
Theoretical knowledge 1 (8.3%) 7 (41%) 1 (100%) 9 (30%) 
Increased confidence due to self 
growth 0 1 (5.9%) 0 1 (3.4%) 
Not specified 0 1 0 1 (3.4%) 
Table 3: Type of knowledge gained on MSc HRM that was transferred within 
organisations 
 
This information was used to inform subsequent interviews with managers and students, 
and both focus groups, with questions being included asking for their perception of the 
value of knowledge transferred from MSc HRM programmes. 
 
4.3.1.2 Perceived value of MSc HRM programmes 
In the interviews with Managers the question posed was directly related to the value MSc 
HRM acquired-knowledge had within their organisational context, including its 
application and transfer.  Both MI.1 and MI.2 felt that valuable knowledge was gained 
from MSc HRM programmes which enhanced organisational performance, as evidenced 
by the quotes shown below.   
 
MI.1 Those who attend the MSc HRM arrive back with a thirst for knowledge which 
they use within their role. 
 A clear improvement in performance is seen as they progress through the 
programme.  
  Doctorate of Education, University of Derby 
Helen Corner 95 of 225 September 2017  
MI.2  I see an increase in confidence as staff progress through the qualification. 
 There is a direct correlation between the qualification and performance leading to 
increased reward.   
 
Managers’ views were confirmed by all four students interviewed who felt their 
knowledge had enhanced their organisational status and performance, with SI.4 stating 
that her junior role prevented a fuller understanding of the value of MSc HRM acquired-
knowledge.  Student interviewees focused on self-growth and self-confidence indicating 
this as an important aspect of studying on an MSc HRM programme. 
 
SI.1 I have gained the ability to be logical, interpret and be more eloquent. 
 Personally I’ve learnt the academic theories, I’ve learnt not to accept everything I 
read and I’ve gained the confidence to challenge and adapt theories and ideas. 
SI.2 As a person I’ve grown massively [the programme] has joined things up. 
 The qualification has given me a status which is wider than HR. 
SI.3 MSc has been really useful; I’ve increased my knowledge and can present more 
powerful arguments as a result of the course.  My self-confidence has increased. 
 I now understand the HR concepts and, using my previous experience, can apply 
to the organisation more effectively. 
 I’ve gained confidence via gaining knowledge and I understand how other sectors 
work.  We had a community of practice within the programme which has 
continued now we have finished. 
SI.4 Difficult to say as my job is administrative and transactional, although I do 
understand the HR processes better and am able to make suggestions. 
 I have learnt how to behave in an HR environment. 
 The qualification has taught me the value of research and preparation. 
 
The value of MSc HRM acquired-knowledge was discussed with FG.2 (HR) where there 
was agreement that such knowledge was of value.  FG.2 (HR) focused on its value to 
them as individuals; once again self-confidence was considered to be a key aspect of 
what had been gained from MSc HRM study. 
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FG.2 Much more confidence with a change in style, can challenge decisions now rather 
than accept.  
I can apply critical thinking together with an ability to argue a case. 
 The programme may not necessarily help with the day to day job but it does show 
you how to improve job performance. 
 
FG.1 (Ops Man) participants did not feel able to comment on MSc HRM acquired-
knowledge as they felt it was outside of their area of responsibility.  Instead they spoke of 
their MBA and emphasised that their MBA studies had led them on a journey of self-
growth which they felt would mirror MSc HRM students’ journeys.  
 
FG.1 Can’t speak from the HR point of view but our qualification has allowed growth 
and an increase in self confidence, assume it is the same for them. 
 
4.3.1.3 Organisational strategy and its impact on knowledge transfer activities 
Questionnaires did not specifically ask about organisational strategy; this aspect was 
included within interviews with managers and students and both focus groups.  Both 
MI.1 and MI.2, all four students interviewed and both FG.1 (Ops Man) and FG.2 (HR) 
stated that they believed their senior managers felt their strategic approach was the best to 
secure long-term organisational viability.   
 
MI.1 The strategy is designed to help drive the organisation forward although the 
changing nature of the organisation means this is not always consistently 
achieved. 
MI.2 The business strategy is around growth and development and it involves making 
this a great place to work.  Everything is set up and deliberately followed to 
achieve this end. 
SI.1 The MD built the business from scratch and feels he knows how best to deal with 
all issues surrounding it. 
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SI.2 The new MD feels that business intelligence is the way forward and that HR are a 
vital influence in this. 
SI.3 This is a family owned business and the CEO is concerned about the stakeholders 
and the community as well as ensuring the viability of the business. 
SI.4 Senior people think that they need to be involved at all levels to ensure the job is 
done properly. 
FG.1 Strategy is set to ensure the business can deliver and grow. 
FG.2 We are there to support the strategy, which is set from the top. 
 Senior Managers set the strategy in order to meet business needs. 
 
4.3.1.4 The effect of change on knowledge transfer 
The approach to and the need for change emerged as a theme during interviews with 
managers, students and focus groups.  This was in response to a question on factors that 
might affect transfer of knowledge from MSc HRM programmes.  MI.1, MI.2, SI.1, SI.2, 
SI.3, FG.1 (Ops Man) and FG.2 (HR) described the business environment as in a constant 
state of flux, rapid rates of change resulting in staff being unsure of their current and 
future roles within their organisations.  Examples of the effect of change came from all 
interviews and both focus groups.  It was stated as rapid and on-going, whether linked to 
growth or downsizing or strategic direction it appeared that change was an issue that 
affected all organisations.  The effect of change within organisations was felt to either 
enhance knowledge transfer or inhibit it, depending on both internal and external 
organisational issues. 
 
MI.1 Organisation is changing rapidly. 
 We reorganised a year or so ago in order to reduce staffing costs, everything is 
really tight. 
 Sometimes the change means that critical work elements are not managed as 
effectively as they could be. 
 Future strategy looks like there will be much more of a top-down control. 
MI.2 Strategy is aligned to growth and business acquisition, really exciting. 
 The growth will mean that we will have to change our management style as I 
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don’t think the paternalistic approach will be manageable for much longer. 
SI.1 This is a growing organisation; it is too big for the MD now. 
 Problem is that change is not happening at the top to match the growth. 
SI.2 New director came in and changed the way the organisation worked.  It is all for 
the better. 
We now have better T&Cs. 
Change in culture has encouraged sharing knowledge. 
We are still in transition so still a bit wary of one another. 
SI.3 When the recession hit we had to downsize now we are starting to grow again. 
 Long term strategy is to grow the business; dynamic change on the horizon. 
FG.1 Change in group dynamics. 
 Need for change to be continuous along with improved performance. 
FG.2 Change is a constant 
   
FG.2 (HR) saw change as an opportunity; they felt that during a time of change HR’s role 
was to focus on changing behaviour and attitudes via effective knowledge transfer.  All 
agreed that organisational change was a constant factor although whether positive or 
negative in terms of knowledge transfer could not be ascertained; only SI.2 stated how 
change had facilitated knowledge transfer. 
  
SI.2 The new organisational structure has allowed greater sharing of knowledge 
FG.2 Change is an opportunity for HR to influence things. 
 Cultural change should mean we can get [better] performance through people. 
 
4.3.2 Organisational culture 
Organisational culture was also felt to be relevant to knowledge transfer activities.  The 
questionnaire asked respondents to list barriers to knowledge transfer from a pre-
determined list (table 4 below) and asked for the barriers to be ranked in order of 
importance with 1 being the greatest barrier (table 5 below).   
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University Centre A B C Total 
Number  of questionnaires returned 12 17 1 30 
Organisation structures not in place 6 4 1 11 (36.7%) 
Organisational politics will not allow 5 5 1 11 (36.7%) 
Fear of not being taken seriously 6 4 1 11 (36.7%) 
Fear of loss of power 5 2 1 8 (26.7%) 
Lack of time to share with others 8 4 1 13 (43.3%) 
Other 0 2 0 2 (6.7%) 
No barriers 2 1 0 3 (10%) 
Barriers not specified 1 7 0 8 (26.7%) 
Table 4: Barriers to transferring knowledge 
 
Table 4 showed a focus on organisational design elements, whereas, once the ranking,  
 
Ranking 1st 2nd 3rd 4th 5th Total 
Time 8 0 2 1 2 13 (43.3%) 
Structure 1 2 4 4 1 12 (40%) 
Politics 5 5 1 0 1 12 (40%) 
Fear 1 2 5 1 1 10 (33.3%) 
Power 0 3 1 2 3 9 (30%) 
Other 2 0 0 0 0 2 (6.7%) 
Table 5: Ranking of barriers to transferring knowledge  
 
Table 5, was considered, the focus changed away from organisational design elements to 
one where lack of time predominated. 
 
Lack of time was cited as the most common reason for a failure to transfer knowledge 
within organisations with 13 (43.3%) respondents indicating that this was an issue.  The 
importance of available time was reinforced when respondents were asked to rank 
barriers in order of importance: time was placed first by eight (26.7%) respondents.  
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Organisational politics was indicated by 11 (36.7%) respondents as a barrier and ranked 
first by five.  Organisational structure and fear of not being taken seriously also both 
scored 11 (26.7%) as barriers, however, the rankings indicated that these were not felt to 
be primary barriers both being ranked first on only one occasion.  Loss of individual 
power received eight as a barrier but was not ranked first by any of the respondents.  Two 
(6.7%) respondents listed ‘other barriers’; these were ‘lack of credibility’ (Q.B005) and 
‘manager won’t listen’ (Q.B009). 
 
Interviewees were asked what prevented knowledge transfer.  MI.1 indicated a mix of 
time, staffing issues and budgetary constraints.  MI.2 also responded citing lack of time 
and the need to focus on ‘key deliverables’ or Key Performance Indicators (KPI). 
 
MI.1 Things are much tighter now – money, time, staff cover. 
MI.2 Need to focus on key deliverables. 
 My own time is a barrier to me doing more, things are so busy. 
 
SI.2 stated that time was an issue, although not necessarily a barrier, indicating that 
sufficient time was a facilitator to knowledge transfer.   
 
SI.2 I have time built into my working week to reflect on what I have learnt, not just 
from the course but from my work too. 
 Time is built in for us to share knowledge too, this is part of the new way of doing 
things but resisted by some longer serving managers. 
 
SI.1, SI.3 and SI.4 acknowledge that lack of time and a focus on short term KPI were 
issues that affected knowledge transfer. 
 
SI.1 Focus is on getting the job done 
SI.3 Short-termism rules. 
 Managers only interested in KPI – all of which are short term. 
 MD has a narrow focus around financial targets. 
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 Business is financially motivated. 
SI.4 Fast-paced. 
 Would be nice to sit down and discuss things but we do not have time. 
 There is no time to reflect. 
 
FG.1 (Ops Man) also indicated that short term KPI drove their organisations and by 
inference prevented time to transfer knowledge not directly related to those KPI.  FG.2 
(HR) did not mention time or KPI in relation to effective knowledge transfer.   
 
FG.1 Short-term KPI drive the business. 
 
4.3.2.1 Approach to culture and management style 
Questionnaires were not designed to explicitly elicit responses on approaches to 
organisational culture or management style, however, this emerged as a theme during 
interviews with managers and students and both focus groups.  MI.1 described how her 
organisation’s culture had changed from one where small teams worked together with 
knowledge transfer being expected and routine.  She described her current organisational 
culture as one where specialist silos were in place and where MSc HRM acquired-
knowledge transfer did not take place outside the silo.  The decision to move to specialist 
silos, she stated, was a strategic one, based on maximising human resources with all 
specialists being in one place; she felt she could not say whether this had proved to be a 
cost-effective measure.  However, she did describe a situation where knowledge was 
hoarded within specialist silos and unique sub-cultures emerged.  These sub-cultures, she 
indicated, often clashed, inhibiting knowledge transfer rather than facilitating it.  There 
was clear cross-over between culture and strategic decisions. 
 
MI.1 The culture has changed.  We used to work in small teams where knowledge 
sharing worked, now we work in specialist silos. 
 We don’t understand what the other teams do so when we meet there is a cultural 
clash. 
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MI.2 described her organisation’s culture as paternalistic which, she stated, manifested 
itself in knowledge transfer being encouraged.  She described her organisation’s strategy 
as one based around growth and self-development which worked well.  However, she 
expressed concern that as her organisation grew this culture would not be sustainable. 
 
MI.2 We have a culture of sharing at the moment. 
 We are growing which means, I think, we will have to restructure. 
 
SI.1 described an autocratic culture which she felt prevented knowledge transfer.  She 
described a dominant hegemony where all power was vested with the owner-Managing 
Director.  SI.1 stated that the Managing Director had built his business from scratch and 
still controlled all aspects; a situation which SI.1 felt was not tenable.  SI.1 stated that 
some managers within this organisation had been employed since the business was set up 
and, she felt, reflected the MD’s autocratic style.  Others had been appointed more 
recently and, in her opinion, had brought different management styles with them.  
However, she felt that due to the MD’s influence the autocratic style always dominated.  
SI.1 described a culture where MSc HRM acquired-knowledge transfer did take place but 
in isolated pockets; if these pockets were deemed by the MD to be in line with his views 
they were allowed to continue, if not then they were quashed.   
 
SI.1 The directors play politics. 
 The organisation is growing; it’s too big to be managed by the MD. 
 I can share new ideas with managers and they seem to be with me, but if 
questioned by the MD they quickly backtrack.  
 I get tentative approval which depends upon whether the MD agreed with the 
idea, if he doesn’t then the approval vanishes. 
 They like the idea that they have a fully qualified HR manager; I get invited to 
events to be shown off – like HR arm candy – but once the event is over I’m put 
back in my box. 
 The culture is autocratic and prevents sharing up-to-date information. 
 Old attitudes with managers stuck in the past prevents sharing knowledge. 
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 Dominant hegemony is vested in the MD who is the owner, if he doesn’t agree it 
will not happen. 
Different management styles with the SMT but the old-style managers always 
come out on top. 
 Change is not happening at the top. 
 
SI.2 described an organisational culture that appeared to be different from others within 
this study.  He described his organisational culture as one with clear structures and a 
focus on knowledge transfer, the pooling of knowledge within a shared environment.  He 
acknowledged that this culture was a recent innovation although he was confident it 
would be sustainable.  He described the previous, old, culture as power-based with 
managers making political alliances to maximise their own position within a power 
hierarchy.  SI.2 indicated that within the current organisational culture knowledge 
transfer was seen as a positive driver of strategy, whereas, he felt, within the old culture 
knowledge was seen as a commodity to be used to exert power, rarely transferred and 
certainly not freely.  He acknowledged that there were still pockets of the old culture in 
existence although these were being managed so as not to affect the new way of working. 
 
SI.2 The culture has changed, it is much better now. 
 Still some elements of the old culture sitting in teams across the organisation. 
 Social media has allowed for a cultural shift in the sharing of knowledge. 
 We now have better T&Cs [terms and conditions of service] and reduced hours 
makes for a much more relaxed culture. 
There has been a change in culture from the old power-based one to one with 
more trust. 
Still some staff who have been with us for 30/40 years who want to go back to the 
old way of working; these are managed out of positions of influence. 
  
SI.3 described his organisation’s culture as paternalistic rather than autocratic; as it had 
grown, responsibility was devolved to managers.  He felt there was a narrow focus 
around finance, one driven by short term KPI linked to profit.  He stated that the dynamic 
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and changeable nature of business environments had led to a level of paranoia around 
organisational decision making.  This, he felt, had led to mistrust between functions with 
management not being willing to take on new ideas unless clear pay-back could be seen 
within a short period of time.  In his opinion, this led to HR initiatives, and their longer 
time-frames, being unsupported.   
 
SI.3 The culture is operationally focused. 
 A family based community culture. 
 Culture needs to reflect the dynamic nature of the business environment so can 
lead to paranoia. 
 
SI.4 also outlined a culture which was driven by short-term KPI, which, she stated, was 
fast-paced with a focus on production.  This, she felt, led to focus on micro-issues and 
box-ticking to ensure KPI were met.  SI.4 stated that her MSc HRM acquired-knowledge 
had taught her what differing organisational cultures were; she felt that where she 
currently worked did not have a culture that dealt with people issues effectively or 
facilitated knowledge transfer. 
 
SI.4 Senior people do not have a big picture focus. 
 Culture does not reflect what I was taught was a good one for people.  
Culture not one where knowledge and ideas are shared. 
 I’m looking for a role with a better cultural fit with what I’ve learnt. 
 
FG.1 (Ops Man) acknowledged that within some organisations there was resistance to 
transferring knowledge as knowledge equated to power; transfer of knowledge would, 
they posited, dilute an individual’s power.  However, they felt that was too simplistic an 
approach; they outlined fragmented production processes that did not allow for cascading 
of knowledge down an organisation and that organisational size might inhibit knowledge 
transfer.  Within large organisations, they felt, splits in functions and teams meant an 
inward focus on production whereas small organisations’ lack of time, due to a need to 
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focus on production, prevented effective knowledge transfer.  In either case, focus on 
production prevented facilitation of knowledge transfer.   
 
FG.1 Sharing knowledge is a cultural issue – you have to have a strategy for it to 
happen. 
 Cultural blockages prevent sharing. 
 A culture of continuous improvement would help people value sharing 
[knowledge] more. 
 Legacy individuals, sharing old practices, becomes a culture. 
 
FG.2 (HR) did not mention organisational culture as an issue which they felt impacted on 
knowledge transfer. 
 
4.3.2.2 Role of line managers in knowledge transfer 
A theme emerged from both Managers, all four students interviewed and both focus 
groups in relation to the role of line managers in how and why MSc HRM acquired-
knowledge was transferred within organisations.  Research participants felt that line 
managers’ level of management development could either facilitate or hinder knowledge 
transfer, as informal knowledge transfer required their support and facilitation.  MI.1 and 
MI.2 spoke of their own approach to transferring knowledge in a positive light.  They 
spoke of a clear drive to continuous professional improvement at all levels within their 
team and an appreciation of the value of L&D, together with supporting staff to gain 
relevant qualifications.  Both MI.1 and MI.2 had Masters level qualification so their 
approach cannot be an indication of how other line managers approached continuous 
professional improvement. 
 
MI.1 I have a business degree as well as HR qualifications, I use the knowledge gained 
within my role.  My work has improved I think. 
 I try to make time to share my knowledge with peers and subordinates and to 
listen to them. 
 The devolved training budget means there is not much money for specific 
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management development, so it needs to be done informally. 
 Some colleagues [management] will make time others not.  Don’t know why. 
 The future strategy is to have bespoke management development programmes. 
MI.2 Leadership development is in place as part of a deliberate strategy. 
 Sometimes training can be cancelled if business needs arise unexpectedly. 
 We focus on development that fits with the strategy, ensures employability and 
confidence building. 
 I try to share whatever knowledge I can in order to get the job done.  If training is 
cancelled we need to see what we can do within the team. 
  
The level of management development activity was also raised by all four students 
interviewed, who expressed frustration either at their own or their managers’ inability to 
manage.  This lack of management development meant managers lacked skills that would 
facilitate knowledge transfer.  SI.1, SI.3 and SI.4 all indicated that there was a lack of 
management development to support managers, which, they felt, hindered the 
development of a knowledge transfer culture.  Only SI.2 spoke of a management 
development programme being in place, which he felt taught managers the skills 
necessary to facilitate knowledge transfer activities.  All interviews indicated that 
managers were promoted into management roles based on their technical expertise and 
without management development initiatives were unable to support their staff in 
knowledge transfer activities as well as they should.    
 
SI.1 Managers are promoted because of their technical skills not because of their 
management ones – the Peter Principle. 
 Lack of man management skills. 
 No specific training in place for managers. 
SI.2 New culture means that managers have a programme of up-skilling too. 
 Managers need to “stick to the knitting”; they want to get involved in the team 
role rather than letting the staff get on with the job. 
SI.3 Some managers won’t listen to advice because it may mean they lose credibility. 
 Managers are only interested in KPI and don’t have time for development for its 
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own sake. 
 Managers need to see the payback on any development activity, even their own. 
SI.4 Senior people do not have a big picture focus. 
 Managers are always dealing with admin roles rather than managing. 
 Managers’ knowledge has stagnated in the past. 
 
This view was reinforced within both focus groups with both FG.1 (Ops Man) and FG.2 
(HR) discussing line managers’ role within knowledge transfer, both indicating they felt 
there was a lack of line manager understanding of the value of knowledge transfer or its 
impact on business strategy.  
 
FG.1 There is a lack of understanding around business issues at management level. 
 End to end processes are too fragmented to ensure management can learn from 
one another. 
 Good management is vital to business success. 
 There is a lack of understanding of the benefits of sharing management 
knowledge. 
 It is hard to see the value of management.  An engineer can clearly show the 
business benefit of what he does; it is not so easy for a manager. 
FG.2 Line managers don’t want to listen unless it adds to their own credibility. 
 Managers would be better managers if they did an HR course. 
 Managers lack awareness of the role of HR. 
 There is a lack of management development. 
 
Line Managers’ ability appeared to impact at an individual level too.  S1.1, SI.3, SI.4 and 
FG.2 (HR) described a lack of awareness by line managers that they were studying for an 
MSc HRM qualification.  This lack of awareness around the knowledge acquired by staff 
from MSc HRM programmes, would indicate that line managers were not able to 
facilitate knowledge transfer initiatives within the work-environment. 
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SI.1 They know I’m on the programme because they are paying for it but no-one asks 
me about it. 
SI.3 I asked to go on the course when my role changed and they are supporting me in 
attending but no-one actively asks what I have learnt on the programme. 
SI.4 I don’t think my manager knows I’m on a course, he certainly never mentions it. 
FG.2 I am sure that sometimes people wonder what I am doing on a Wednesday 
afternoon because there doesn’t seem to be an awareness of where I am or what I 
am doing. 
 
4.3.3 Organisational design 
Questionnaire respondents indicated that organisational structure was as much of a 
barrier as organisational politics with 11 (36.7%) of the 30 citing structure as a barrier 
(Table 4) although it was not felt to be a primary barrier, being ranked first on one 
occasion only (Table 5).  Both MI.1 and MI.2 spoke positively about how the structure of 
their organisation facilitated knowledge transfer, strict training regimes which covered all 
mandatory requirements, as well as Training Needs Analyses (TNA) which covered the 
whole organisation, department/team and individual levels.  MI.1 and MI.2 outlined 
structures which supported performance management processes and were seen as 
developmental tools; this allowed for organisations to develop their own staff ensuring 
clear succession planning was in place.  These formal structures were designed to include 
workplace communities which allowed for knowledge transfer as well as understanding 
and appreciation of other roles within the organisation.  However, there was a negative 
aspect to the organisational structure described by MI.1: a structure made up of specialist 
teams, in which specialist knowledge was held and transferred as required, had led to 
silo-working.  MI.1 explained that the rationale behind such a specialist structure was to 
maximise expertise; specialists held key positions and had been funded to achieve 
expensive professional and academic qualifications.  She described a structure which 
pooled all specialist knowledge, including MSc HRM acquired-knowledge, in order to 
ensure it was used effectively.  MI.1 felt that, in reality, this highly specialist team 
structure led to staff being unable to move into or out of their team; due to the heavy, 
organisational, financial investment in professional qualifications, she felt workers had 
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become valuable resources which needed to be managed.  MI.1 stated that each team was 
a workplace community where knowledge was transferred but within the team rather than 
cross organisational.  MI.2 described her organisation as small and paternalistic; currently 
she felt knowledge was transferred cross-organisationally in an effective manner.  
However, she was concerned that organisational growth would lead to structural changes 
and, perhaps, a loss in knowledge transfer opportunities. 
 
MI.1 Mine is a large national organisation, split into geographical and functional 
divisions. 
 Managed in a top down manner. 
 Structure leads to silo working.  People get stuck in specialist functions. 
 Can’t get new blood in 
 Performance management is really important to ensure everything works 
effectively. 
 New structure means that there are key jobs with specific requirements 
 No money to spend on training for training’s sake, the investment is targeted. 
MI.2 Small organisation with about 300 staff. 
 Paternalistic. 
 Growing so structure will have to change. 
 
SI.1 outlined a structure where there was no actual HR department; she explained that she 
held a duel role of finance and HR.  SI.1’s organisation was manufacturing with a clear 
command and control approach being taken.  Her concern was that this structure would 
not be robust enough as the organisation expanded, leading to a breakdown in 
communication across functions.  SI.3 indicated he worked within a small HR team 
within a family run business, however, this structure may need to evolve as the business 
grew, which it was currently doing, and any change would impact on culture and affect 
team dynamics and how knowledge was transferred.  SI.4. also worked in manufacturing; 
and spoke of a drive to ensure staffing was at the minimum level required to achieve 
business aims.  
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SI.1 Manufacturing organisation, driven from the top. 
 My role is part HR part Finance 
Clear lines of control, teams report to managers, managers to MD. 
 Organisation is growing, getting too big for the structure. 
 Pockets of good practice in silos 
SI.3 Family owned organisation. 
 Had to restructure when recession hit. 
 Restructure not welcomed by those at lower than board level … was some 
resistance. 
 HR in a silo. 
 Business starting to grow again now due to diversification of product line, very 
dynamic so will mean another adjustment in the structure. 
 Recession has left business risk aware but not risk adverse. 
 Workforce lacks cohesion. 
SI.4 Manufacturing environment, bare minimum staff. 
 
SI.2’s described of his organisational structure, as one where rotation across disciplines 
had developed heterogeneous workplace communities, resulting in a cross fertilisation of 
ideas.   
 
SI.2 Large organisation, national and looking at becoming international. 
 Clear structure to follow now with the new director. 
 Had to change the structure as the business grew. 
 Structure helps with the flow of work unlike the old one which seemed to hinder. 
 
Organisational structure was dependent upon organisational size; as organisations grew 
there was a need to move into a different structure, one which consisted of departments 
and teams.  MI.2, SI.1 and SI.3 stated that they felt their organisations’ structures would 
have to change in the near future as business grew; all acknowledged that this would have 
an impact on knowledge transfer.  MI.1 stated that the size of her organisation required a 
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structure of geographical and functional divisions; this she felt meant that each division’s 
unique structure affected how knowledge was transferred within each function.  SI.2 also 
acknowledged that his organisation’s structure had changed as it grew, the new structure 
facilitating knowledge transfer, whilst the old structure had inhibited it. 
 
4.3.3.1 Communication of MSc HRM acquired-knowledge throughout organisational 
structures 
Managers and students interviewed and both focus groups indicated that formal 
communication processes were in place within their organisations; these were driven in a 
top down manner which allowed information to be cascaded down an organisational 
structure, with explicit knowledge, in the form of strategic, operational and internal 
knowledge, being transferred formally.  Within formal structures both managers, all 
students interviewed and both focus groups described informal communication channels 
too.   A range of formal communication methods were outlined.  These included e-mail, 
share-point, weekly ‘buzz’ meetings, quarterly newsletters, mandatory team briefings, 
specific one-off briefings and CEO quarterly briefing.  These were designed to ensure 
knowledge was transferred across organisations; MI.2’s organisation had a specially 
appointed Communications Manager to manage formal systems.  Communication of HR-
specific knowledge was not commented on as being different, however, SI.3 
acknowledged that HR was not seen as core to his business. 
 
MI.1 Information flows in a top-down manner. 
 Used to have communities of practice across departments but the reorganisation 
has moved us into specialist teams so we focus on that. 
 Informal communication is the oil that keeps the organisation running. 
MI.2 Communication is good; everything falls out of the strategic plan. 
 Communication is deliberate and driven from the top. 
 We have buzz meetings weekly, newsletters quarterly, mandatory team briefings, 
specific one-off briefings and a quarterly CEO briefing. 
 There is a Communications Manager to co-ordinate it all. 
SI.1 All information is driven from the Managing Director – top down. 
  Doctorate of Education, University of Derby 
Helen Corner 112 of 225 September 2017  
 We work informally to share information, need to build personal relationships. 
SI.2 Current experience of communication is good, not so good in the past. 
 We share knowledge in groups, team meetings and learning groups; I’d say we 
were moving towards communities of practice/learning. 
SI.3 Communication is good when focusing on the job in hand. 
 HR sits a bit apart from the rest of the business. 
 Need to ensure all communication is couched in operational language. 
 I sit on employee engagement forums across the business, these focus on 
operational issues not HR. 
SI.4 Fast-paced job so can only focus on what I am doing. 
 There is no learning forum to share information but we do have ad hoc meetings 
if we need them. 
FG.1 Communication is best done face-to-face. 
 Formal systems can support the sharing of information but there needs to be 
something less formal alongside. 
FG.2 We have formal meetings and deliver training that is required so we can share 
best practice. 
 I have built good relationships with managers [operational] and they phone me if 
they need any advice. 
 We make sure all policies and procedures meet legal requirements and share them 
as required. 
 
4.3.3.2 Use of CITS to facilitate transfer of knowledge  
This study found that some formal methods of communication were specifically CITS 
related such as e-mail, intranet and share point; information was stored for all to access.  
MI.1, MI.2, SI.2, and FG.1 (Ops Man) and FG.2 (HR) acknowledged CITS’s role in that 
it allowed for speedy transfer of knowledge, with accurate and up-to-date information 
being made readily accessible.   
 
MI.1 There is a computer based system [intranet] to help share knowledge. 
MI.2 IT has helped with sharing knowledge, we use share-point and e-mail mainly. 
  Doctorate of Education, University of Derby 
Helen Corner 113 of 225 September 2017  
 Policies and procedures are all held on the computer system [intranet] so everyone 
can access. 
 IT is just one part of the package, it does allow for the sharing of accurate, up-to-
date information. 
 It is vital to ensure the information is updated on the system. 
 IT is used to support other methods. 
SI.2 We use the intranet, micro-soft knowledge sharing services. 
FG.1 IT is a support to sharing knowledge. 
 Allows access by everyone but only works if the information is accurate and 
people are willing to access and use it. 
 
FG.1 (Ops Man) expressed concern about the reliability of information stored on CITS 
systems; their reservations concerned human aspects of the process.  They felt that if 
changes to CITS systems were not timely or did not happen then stored knowledge would 
be out of date and inaccurate.  FG.1 (Ops Man) also raised the issue of updating CITS 
systems needing to be seen as a knowledge transfer activity rather than knowledge 
storage. 
 
FG.1 Always seen as someone else’s job to keep system updated. 
 Staff end up just feeding the system rather than using the information. 
 Staff don’t always know how to get the information they want from the system or 
be willing to find out. 
 
4.3.3.3 Physical environment 
The term silo-working was used by MI.1 to show that her HR team was isolated within 
her organisation from an operational perspective.  FG.2 (HR) felt HR teams were placed 
into a silo, whereas FG.1 (Ops Man) felt that HR teams built their own silo.  Clearly the 
issue of a silo was one that was relevant and linked to organisational structure and 
culture.  However, FG.2 (HR) felt that the physical environment also played its part in 
preventing knowledge transfer and led to a silo-mentality.  FG.2 (HR) was made up of 
HR professionals who came from diverse organisations; each type of physical location 
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had positive and negative aspects, which affected knowledge transfer activities.  One 
member of FG.2 (HR) worked in an open plan environment which she felt meant all staff 
had easy access to the HR team, however, the pull on HR staff to react to individual 
requests for information meant they were unable to fulfil their organisational role 
effectively.  Knowledge was transferred out of the HR team but she felt the cost was too 
high in terms of her own productivity.  Another member of FG.2 (HR) described her 
physical environment as one where the HR team was behind a locked and code-activated 
door.  On the positive side, she felt, she could effectively undertake her role as required, 
the negative being that the door prevented effective networking outside of the HR team.  
The third physical environment described by FG.2 (HR) was one where HR was in a 
different location from the rest of the organisation; this, she felt, meant that staff from 
outside the HR function did not actually know where they were located so contact was 
only via telephone or e-mail. 
 
FG.2 There is more interaction due to open plan environment but it means we just can’t 
get on with our job. 
 People think what they want is more important than anything I might be doing at 
the time. 
 We have a physical barrier such as a door and a coded lock, that makes it easier to 
get the work done but stops people from just popping in. 
 I’m in a separate building so no-one really knows where to find me. 
 
4.3.4 Knowledge Management 
4.3.4.1 Process of transferring MSc HRM acquired-knowledge within organisations 
The acquisition of knowledge in order to achieve an academic qualification might be seen 
as an end in itself.  However, the rationale behind work-based students achieving 
qualifications was to enhance organisational performance.  Questionnaire responses were 
coded in four categories: routine communication, learning and development intervention, 
specifically requested by the organisation and no formal means identified. (See table 6 
below.) 
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University Centre A B C Total 
Number of questionnaires returned 12 17 1 30 
Routine communication 12 16 1 29 (96.7%) 
L&D intervention 1 2 1 4 (13.3%) 
Specifically requested 0 0 0 0 
No formal organisational means 0 0 0 0 
Table 6: Method of transferring knowledge acquired on MSc HRM programmes 
 
29 (96.7%) of the 30 questionnaire respondents indicated that routine communication, 
such as team meetings, informal discussions with colleagues, e-mail updates and 
presentations, were the most common method of knowledge transfer; four indicated that 
learning and development interventions, such as a formal presentation to colleagues or 
involvement in training programmes, were also used.  None of the respondents indicated 
that their MSc HRM acquired-knowledge was specifically requested by their organisation 
or that knowledge transfer was in any way prevented.  When taken in conjunction with 
the findings outlined in Table 3 above, it appeared that the primary method for 
knowledge transfer from MSc HRM programmes was based at routine operational levels, 
rather than the specific strategic level MSc HRM programmes were designed around 
(CIPD 2015c).  There were four (13.3%) instances where knowledge transfer was 
requested via formal L&D interventions: all four consisting of input on a formal training 
event delivered in-house. 
 
This routine approach was consolidated as part of the interviews and focus groups; both 
MI.1 and MI.2 indicated that their expectation was MSc HRM acquired-knowledge 
would be transferred routinely.  
 
MI.1 Various strands for sharing knowledge, these are job specific and linked to 
mandatory requirements. 
MI.2 External qualifications need to fit in with the strategy so knowledge will be 
transferred routinely to meet business needs. 
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Both MI.1 and MI.2 also stated that they felt that formal MSc HRM acquired-knowledge 
transfer was in place with MI.1 talking of job shadowing and job specific requirements 
and MI.2 making clear links to corporate strategy and mandatory L&D.   
 
MI.1 Job shadowing happens which helps knowledge sharing. 
MI.2 Sharing is linked to the corporate strategy and covers mandatory training and 
training in role together with self-development.  The formal processes are in place 
to ensure this happens. 
 
Two of the four students (SI.1, SI.2) interviewed indicated that their expectation was 
MSc HRM acquired-knowledge was used to improve their own performance and 
transferred as part of routine communication.  Quotes from three of the four students 
(SI.1, SI.3 and SI.4) indicated that there were no formal organisational means for 
transferring such knowledge.  
 
SI.1 I generally respond to requests for information as there are no formal processes in 
place. 
Generally I use the knowledge to improve my own performance as there is not 
seen to be a need for HR at a higher level. 
SI.2 We have communities of practice where everything links back to HR across the 
whole organisation and I am actively encouraged to share across the organisation 
and pool knowledge. 
SI.3 I act as a sounding board for ideas rather than there being formal processes in 
place. 
The expectation is that I deal with compliance issues, HR operations and ensure a 
clear audit process is in place. 
SI.4 No learning forums in place as such. 
My ideas and suggestions are noticed and if they are seen to be an improvement, 
dealt with.  For example, I suggested we telephone interview applicants for a job 
as a filter before formal interview.  I gave my reasons and it was seen to be a good 
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idea so we did it. 
 
FG.1 (Ops Man) indicated that HR departments responded to routine requests for 
knowledge from other parts of their organisations but formal knowledge transfer from 
HR departments to operational teams was not built into organisational structures. 
 
FG.1 HR will always respond to requests but we only request routine information. 
 HR don’t try to share across the organisation; they keep to themselves generally. 
 
This view was supported by FG.2 (HR) who stated that HR departments were listened to 
at operational levels in routine work situations; their perception was that legal compliance 
was a key requirement.  
 
FG.2 The advice we give is valued if it links to legal aspects and getting things like 
disciplinaries right.  The strategic level is not necessarily valued. 
 Line managers have to listen [to HR] when it is practical or linked to legislation; 
they don’t want the theory unless it adds to their credibility. 
 
4.3.4.2 Extent of MSc HRM acquired-knowledge transfer across organisations 
Data collected as part of this study indicated that MSc HRM acquired-knowledge was 
transferred within organisational contexts; the extent to which it was transferred was the 
next aspect considered (Table 7 below). 
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University Centre A B C Total 
Number of questionnaires returned 12 17 1 30 
HR team colleagues (peers) only 8 4 1 13 (43.3%) 
HR managers 5 7 1 13 (43.3%) 
Line Managers 8 10 0 18 (60%) 
Whole Organisation 5 3 0 8 (26.7%) 
Other 4 5 0 9 (30%) 
Table 7: Extent of MSc HRM acquired-knowledge transfer across organisations. 
 
Data collated from questionnaire responses indicated that the majority of knowledge 
transfer took place within HR teams with 26 (86.7%) of the 30 respondents indicating 
they transferred knowledge within their team, either HR colleagues (13 – 43.3%) or HR 
managers (13 – 43.3%).  Those indicating they transferred knowledge with HR 
colleagues all also transferred MSc HRM acquired-knowledge with other parts of the 
organisation.  Four (13.3%) respondents transferred MSc HRM acquired-knowledge only 
within HR and six (20%) stated that they did not transfer within their HR team.   
 
Throughout the interviews both MI.1 and MI.2 stated that MSc HRM acquired-
knowledge was transferred within teams and across organisational boundaries as 
required, with both identifying an L&D strategy to ensure this happened.   
 
MI.1 There is an L&D strategy in place; the targets for training are performance driven. 
MI.2 L&D is aligned to the corporate strategy. 
 
However, MI.1 also spoke of economic pressures which prevented funding of non-
mandatory knowledge transfer, by which she stated she meant any L&D activity not 
required by legislation.  This, she indicated, had led to a lack of funding from her 
organisation to allow staff to attend MSc HRM and similar programmes.  This, she felt, 
had led to an organisational climate where those with specialist knowledge (knowledge 
that was unique to their role or function) hoarded rather than transferred it.  MI.2 
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indicated an expectation to transfer MSc HRM acquired-knowledge across team and 
organisational boundaries.  She also spoke of mandatory training, that required by 
legislation, as well as on-the-job training and self-development.  MI.2’s organisation 
appeared to have more flexibility with the L&D budget linked to organisational 
requirements.  
 
MI.1 Training must be mandatory or job specific to be funded. 
 The training process is strict so as a manager I can’t just suggest self-development 
unless I can justify it within the plan. 
MI.2 There are three types of training, mandatory, on the job training and self 
development. 
 A deliberate TNA [training needs analysis] informs the training plan. 
 I use the TNA to draw up the L&D budget, which is usually signed off without 
question.  I ensure everything links back to strategy. 
 
Interviews with students reflected questionnaire responses; SI.1 and SI.3 both indicated 
they transferred MSc HRM acquired-knowledge within HR and across inter-
organisational boundaries, outside of HR departments, routinely as required.  The level of 
knowledge transfer depended on organisational requirements; SI.1 and SI.3 both stated 
they hoped for strategic level but generally felt MSc HRM knowledge transfer was at 
operational level.  SI.2 stated he transferred MSc HRM acquired-knowledge across the 
whole organisation whilst SI.4 felt she only transferred within her immediate team. 
 
SI.1 I’d like to influence at a strategic level but generally am only asked to deal with 
routine matters. 
SI.2 New MD requires that everything links back to HR from across the whole 
organisation. 
SI.3 Long term strategy is to grow the business; my role is to support that growth. 
SI.4 I just share ideas with my immediate team colleagues – all transactional. 
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FG.1 (Ops Man) spoke of transferring their MBA acquired knowledge within their own 
sphere of responsibility and felt HR would transfer in a similar way.   
 
FG.1 Generally we can influence within our own sphere of responsibility but it is 
difficult to share knowledge further. 
 
The extent of HR’s sphere of influence was not specified by FG.1 (Ops Man).  FG.2 
(HR)’s views appeared to mirror the questionnaire responses (Table 7); they stated that 
MSc HRM acquired-knowledge was transferred within HR.  FG.2 (HR) indicated that 
HR department’s boundaries included their University alumni and CIPD branch.  MSc 
HRM acquired-knowledge transferred to line managers, they felt, and tended to be 
around compliance whilst organisational knowledge transfer was via specified L&D 
interventions.  FG.2 (HR) indicated they wanted to transfer knowledge at strategic levels 
and be more involved in operational aspects of their organisation but felt this was 
prevented by organisational constraints. 
 
FG.2 I can move within SMT [Senior Management Team] circles now. 
 Managers tend to want support around transactional issues. 
 They [line managers] have to listen around legal changes and policy issues. 
 If I have an issue and want advice, I ask this lot [course colleagues]; I think I will 
always do that. 
 I use the branch for support [CIPD local branch network]. 
 
4.3.4.1 Perceived impact of MSc HRM acquired-knowledge transfer within 
organisational contexts 
The next step to be considered in MSc HRM acquired-knowledge transfer processes was 
the perceived impact of new knowledge upon transfer, how it resulted in changes in 
behaviour.  The questionnaire asked what the result of knowledge transfer was within an 
organisational context (see Table 8 below).   
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University Centre A B C Total 
Number of questionnaires returned 12 17 1 30 
Understanding 7 11 0 18 (60%) 
Improved performance 5 7 0 12 (40%) 
Allay fear of new knowledge 0 0 0 0 
No apparent outcome/not specified 2 5 1 8 (26.7%) 
Table 8: Outcome of knowledge transfer. 
 
18 (60%) of the 30 respondents felt that knowledge transfer had resulted in greater 
understanding of issues within organisations; this was the respondents’ view and without 
further input what was meant by greater understanding or how this was measured was not 
transparent.  Of the 18 indicating greater understanding nine (50%) indicated that this 
was the only outcome of transfer, the other nine (50%) felt that an increased 
understanding also led to improved performance, once again not quantified.  Of the 
whole population two (6.7%) felt that the only outcome was improved performance, 
which might indicate that the level of knowledge being transferred was operational so did 
not require further synthesis.  One (3.3%) respondent felt that there was either an increase 
in performance or no apparent outcome, which appeared contradictory.  Eight (26.7%) 
felt there was no apparent outcome from MSc HRM acquired-knowledge transfer within 
their organisation.  Taken in isolation this might indicate that transferring such 
knowledge had no impact, however, the routine nature of transfer processes might mean 
there was a lack of reflection on knowledge transfer activities and outcomes. 
 
Both MI.1 and MI.2 felt that transfer of MSc HRM knowledge resulted in greater 
understanding and improved performance.  MI.1 noted her organisation developed their 
own staff within role so knowledge transfer from more experienced to less experienced 
staff was a vital L&D component.  MI.1 stated she worked for a large organisation and 
explained that generally staff were moved into new positions across the organisation 
every 3-5 years.  This was meant to ensure knowledge was transferred throughout the 
whole organisation but from her point of view meant that her experienced staff were 
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constantly being replaced by less experienced individuals, resulting in a lack of growth in 
knowledge at higher levels.  However, she also stated that such rotation was slowed or 
stopped for specialist roles such as HR and Finance.  This, she felt, resulted in blockages 
for those staff considered to be less-specialist.  MI.2, on the other hand, stated she 
worked for a small organisation, where she felt by necessity knowledge transfer took 
place across the whole organisation in order to ensure strategic aims were met. 
 
MI.1 Rotation of staff happens every 3-5 years; this is good for keeping everything 
fresh but not good in terms of building knowledge within my team. 
 The rotation is slowing in specialist areas such as finance/HR due to their 
specialist nature.  Having a relevant qualification means a longer stay in role, 
which prevents space being available for junior staff to progress. 
MI.2 We need everyone to share specialist knowledge; we are too small to have 
specialist teams. 
 
All four students interviewed indicated that knowledge transfer led to improved 
performance with some improvement in understanding of theoretical and operational 
issues.  The level of MSc HRM acquired-knowledge transferred appeared to influence the 
balance between these aspects.  SI.4 described a situation where she had suggested an 
alteration in procedure; this led to improved performance across the whole organisation.   
She did not feel that those using the procedure understood why any change was 
necessary.  SI.1 and SI.3 outlined situations where their suggestions had improved 
performance across their organisation.  They indicated that greater understanding tended 
to be contained within HR functions where the pool of organisational HR knowledge 
increased rather than across inter-organisational boundaries.  The exception to this was 
SI.2 who spoke of increases in performance and greater understanding across his 
organisation not only of HR issues but other business functions too. 
 
SI.1 I am more logical in the way I approach problems. 
 Culture prevents sharing outside HR boundaries. 
SI.2 My performance has improved as I’ve gone through the MSc. 
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 My role is now to share knowledge across the whole organisation. 
SI.3 MSc has reinforced my credibility within HR. 
 Massive resistance to learning from MSc outside HR. 
SI.4 I definitely know how to behave as an HR professional as a result of MSc. 
 My ideas and suggestions are noticed within the HR team but I don’t think 
elsewhere. 
 
Both FG.1 (Ops Man) and FG.2 (HR) indicated that knowledge acquired from Masters 
programmes (MBA and MSc HRM respectively) and transferred organisationally led to 
improved performance and greater understanding.  FG.1 (Ops Man) acknowledged that 
their perception around Masters-level knowledge transfer might be different from other 
operational managers as they were actively studying at that level; they stated that some of 
their management colleagues would probably not be evidencing greater understanding.  
FG.2 (HR) acknowledged that, in their case, greater understanding was limited to their 
HR colleagues, University alumni and CIPD branch rather than operational colleagues.  
FG.2 (HR) appeared split as to whether operational managers valued their MSc HRM 
acquired-knowledge. 
 
FG.1 Definitely grown as a result of the MBA.  More self-confident, more self-aware. 
 I now know what I should be doing and why, can be frustrating when I try to 
apply back in the work-place. 
 Trouble is sometimes other managers don’t want to listen to us.  Perhaps because 
they need to start with some management development in order to understand. 
FG.2 It would be good if Managers [operational] listened to us. 
 Some [operational] managers think the qualification is a waste of time. 
 Not totally true, some [operational managers] do and want to understand what I 
am saying about work issues. 
 Within the team we can all discuss issues and come up with solutions. 
 If I need to discuss a problem I bring it back here [University Centre] or phone 
one of them [fellow students].   
 I can always take [an issue] to the branch meetings [CIPD local network] 
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someone will always help. 
 
4.3.4.4 Relevance of Learning and Development (L&D) to MSc HRM acquired-
knowledge transfer 
All those interviewed, managers and students, mentioned L&D as a factor in facilitating 
knowledge transfer.  As indicated above MI.1 and MI.2 spoke in positive terms about 
their organisations’ L&D plans, how they supported organisational growth and how there 
were processes in place, via performance management systems, to ensure individual 
development was addressed; this, they indicated, included MSc HRM acquired-
knowledge..  SI.2 was the only student interviewed who was positive about L&D’s role 
within organisational strategy. 
 
SI.2 L&D plan is embedded throughout the whole organisation and at all levels. 
 We have an L&D department and strategy.  This aspect is growing. 
 Multi-tasking L&D. 
 
The other three students interviewed indicated that L&D supported role-related elements 
rather than strategic, indicating that a lack of focused L&D within an organisation 
frustrated knowledge transfer. 
 
SI.1 L&D is based on the job you do: they have funded my course and been 
supportive. 
 Lack of L&D practice across the board. 
SI.3 I can do what I like in terms of L&D as long as it doesn’t cost in terms of money 
or prevent achievement of KPI. 
SI.4 Don’t know if there is a specific plan for L&D, perhaps because I’m not high 
enough in the organisation.   
   
FG.1 (Ops Man) indicated they had reservations about the purpose and effectiveness of 
performance management processes informing L&D plans. 
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FG.1 We feed up into the training plan from the team. 
 Falls out of performance management … we don’t always get everything we 
want. 
  
FG.2 (HR)’s view of L&D was that it was part of their role, collation of requests and 
ensuring mandatory training was covered.  They did not indicate that an L&D strategy 
would or could facilitate knowledge transfer.  Their stated approach to L&D was 
reactive, stating they could only deal with what was sent through to them.   
 
FG.2 Our role is to collate this from across the business. 
 We can only work with what is sent through. 
 We have to focus on the mandatory stuff … this can cost a lot so there may not be 
much left for other things. 
 
4.3.4.5 Organisational Evaluation of knowledge transferred from MSc HRM programmes  
The managers interviewed had sponsored staff to attend an MSc HRM programme on a 
day-release programme and all students interviewed had been sponsored by their 
organisation.  In order to ascertain return on investment (ROI) organisations should 
evaluate the impact of MSc HRM acquired-knowledge within their organisational 
structure.  MI.2 and SI.2 spoke of processes that allowed for knowledge transfer to be 
reflected on and evaluated.   
 
MI.2 Evaluation is done via follow up sessions, focus groups and self-evaluation. 
SI.2 We have a programme of up-skilling to share knowledge which shows the 
organisation the value of what has been learnt. 
 
MI.1 stated that there was no formal process in place with SI.1, SI.3 and SI.4 all 
indicating that evaluation or reflection on the value of knowledge acquired from MSc 
HRM programmes and its transfer did not happen.  SI.1 and SI.3 indicated the reason 
being unwillingness to listen to HR, with SI.4 indicating a lack of time available. 
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MI.1 No formal evaluation within the organisation. 
SI.1 They [managers] often do not listen. 
SI.3 They [organisation] are not willing to take on HR if payback can’t be seen 
quickly. 
SI.4 It would be nice to sit down and reflect on what I’ve leant but there is no time. 
 
FG.1 (Ops Man) linked evaluation directly to business benefits and what impact 
knowledge transfer had, whilst FG.2 (HR) seemed to imply that evaluation was 
something that happened elsewhere within an organisation. 
 
 
FG.1 Need to be able to see the business benefit … measure the impact. 
FG.2 Evaluation happens back in the workplace but as part of improvement in 
performance rather than directly linked to MSc. 
 
4.4 Individual Incentives and Motivation to Learn and Transfer Knowledge 
 
This study found that MSc HRM acquired-knowledge was transferred in accordance with 
organisational requirements and via organisational structures, generally via routine 
communication as part of individuals’ roles.  Where specific knowledge was required it 
was requested and transferred via L&D.  If organisational structures were in place to 
facilitate transfer of knowledge then it was necessary to consider individuals’ motivation 
to transfer knowledge.  This needed to be considered from both an organisational and an 
individual point of view.  Individual motivation was linked to individual roles, 
organisational requirements, and individual engagement with their organisation, as well 
as reward and recognition. 
 
As shown in table 9 (below), questionnaire respondents indicated that their motivation for 
transferring MSc HRM acquired-knowledge was generally one of routine expectations, 
with 22 indicating that knowledge transfer was a requirement of their role.   
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University Centre A B C Total 
Number of questionnaires returned 12 17 1 30 
Routine - part of role 9 13 0 22 (73.3%) 
Sharing knowledge 3 6 1 10 (33.3%) 
To raise own profile 1 1 0 2 (6.7%) 
Not shared/not specified 2 2 0 4 (13.3%) 
Table 9: Motivation for knowledge transfer within organisations.  
 
10 (33.3%) indicated that they were motivated by the act of transferring knowledge.  
Within that 10 (33.3%) only two (20%) indicated this was their prime motivator, two 
(20%) indicating that their motivation was to raise their own profile, with one of those 
citing the raising of his/her own profile as their prime motivator.   
 
Both M1.1 and MI.2 clearly stated that MSc HRM acquired-knowledge was role specific 
and there were clear links within their organisational structure to ensure that knowledge 
was transferred.  This, they stated, was particularly relevant when dealing with legislative 
issues.  MI.1 referred to job shadowing whilst MI.2 discussed training in role, both of 
which would appear to indicate knowledge transfer activities took place within HR 
departments rather than across organisational boundaries.  SI.1, SI.3 and SI.4 spoke of 
their motivation being to do their own job to the best of their ability and ensure policies 
and procedures were strictly adhered to.  The only exception, within the students 
interviewed, was SI.2 who spoke of transferring MSc HRM acquired-knowledge across 
his whole organisation and his ability to influence decisions.  During the interview SI.2 
was clearly enthusiastic about his level of knowledge and his ability to transfer that 
knowledge.  His motivation to transfer knowledge appeared to be intrinsic, however, he 
described an organisation that valued knowledge from all sources, with a structure that 
explicitly harnessed individual motivation into knowledge transfer activities.  This, he 
felt, was due to a recently appointed Managing Director. 
 
SI.2 Knowledge sharing is much wider than just HR, it is about everyone sharing to 
help the business. 
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 This is supported by the new MD. 
 I get really excited about acquiring knowledge; I am even reading technie [theory] 
books. 
 There is a buzz about the organisation now; we all want to feed into growing the 
business. 
 We share knowledge within communities, not just functional teams, they are 
cross-organisational. 
 
Interviews with both managers, all students and both focus groups appeared to be 
outlining an additional layer; organisations appeared to expect that relevant knowledge 
would be transferred as and when required, however, some individuals were motivated to 
transfer knowledge within their own sphere for the purpose of adding to the total pool of 
organisational knowledge.  Although both MI.1 and MI.2 felt transfer of MSc HRM 
acquired-knowledge was important within their organisation there was a difference in 
approach between them.  MI.1 spoke of her staff, with MSc HRM qualifications, being 
able to transfer knowledge across her organisation; this was linked to a clear strategy, 
whereas MI.2 felt knowledge transfer was a personal development objective so not 
something that was formally acknowledged within her organisation.   
 
MI.1 The future strategy is to build bespoke development programmes which will help 
to share HR knowledge across the organisation, the qualified [HR professional] 
will be able to make sure that is done effectively. 
MI.2 Sharing of knowledge can be a personal development objective so everyone can 
learn. 
 
All four student interviewees spoke of MSc HRM acquired-knowledge transfer as 
something they were motivated to engage in although all four from differing 
perspectives.  The level of engagement in knowledge transfer appeared to mirror their 
own level of engagement within their organisation.  SI.4 appeared to be least engaged 
with her organisation; she stated she held a junior role and was on a temporary contract.  
She acknowledged that both her role and tenure prevented her successfully transferring 
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her knowledge; she felt she could contribute more if asked.  Her motivation did not 
appear to be great enough to seek out knowledge transfer opportunities.  Although she 
referred to her own lack of organisational engagement she also described situations where 
she had transferred knowledge and influenced changes in policy and procedure.  She did 
not appear to value the latter.  
 
SI.4 I’m in a junior role and on a temporary contract, I could contribute more but not 
really emotionally engaged with the organisation. 
 I have made recommendations to change things and these were taken on board.  
They were only small so not really that important. 
 
SI.1 and SI.3 both appeared to be fully engaged with their organisations; this manifested 
itself differently in terms of their motivation to transfer MSc HRM acquired-knowledge.  
SI.1 stated she felt that her level of knowledge meant she was able to give much clearer 
advice and she, felt personally she, was obliged to transfer this knowledge across the 
organisation.  In terms of motivation she was willing to transfer her knowledge, however, 
she described situations where her managerial colleagues were not always motivated to 
receive her knowledge.  She described her experiences as falling into three categories.  
Firstly, she described how she worked with a manager who sought out MSc HRM 
acquired-knowledge and with whom she felt she worked in partnership; he, she stated, 
was an exception.  Secondly, she stated that the majority of her managerial colleagues 
appeared only interested in ensuring legal compliance and sought advice when HR issues 
caused problems to their day-to-day routines.  Thirdly, she described her Managing 
Director who, she said, did not value MSc HRM acquired-knowledge at all.  SI.1 stated 
that her Managing Director was the driving force behind this organisation and his 
disapproval of any ideas generated via MSc HRM acquired-knowledge meant 
retrenchment away from HR’s advice by managers.   
 
SI.1 I can give much clearer advice now and really try to do this. 
 The facility manager is seeking me out to share knowledge; I feel we are now 
working in partnership with one another. 
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 Other managers are not interested in anything other than the legal bits. 
 MD feels you don’t need anyone in HR. 
 I have a duty to share my knowledge. 
 
SI.3 described his position as one that initially appeared to mirror SI.1’s.  He also spoke 
of managers only wanting HR advice around compliance and disciplinary issues, 
however, he felt his Managing Director valued HR’s role, albeit at a compliance level.  
SI.3 stated that he was moved into HR from an Operational Manager role after a 
restructure; he stated he was told that it was felt his operational knowledge was too 
valuable to lose but there was no longer a suitable operational position for him, so he was 
appointed HR Manager.  He felt that this appointment showed a lack of value, or 
awareness, of the HR profession and its knowledge.  His motivation differed from SI.1 in 
that he felt he needed to ensure MSc HRM acquired-knowledge was understood by his 
operational colleagues.  He spoke of understanding why knowledge transfer failed, this, 
he felt, being due to a lack of understanding of HR terms and an apparent lack of 
relevance of HR issues to day-to-day operational work pressures.  He also felt that his 
operational background allowed him to speak to colleagues in a language they 
understood; his previous roles gave him credibility within an operational environment.  
He described his approach to transferring MSc HRM acquired-knowledge as being 
focused on ensuring his message was received and understood; he stated he felt other HR 
professionals failed to do this so their knowledge was not effectively transferred.  
 
SI.3 I come from an operational background so am acting as a sounding board for 
business decisions. 
 I was moved into HR after a restructure, there wasn’t anyone heading up HR – 
just an admin function.  It was not popular with the HR team but the organisation 
needed my experience within the organisation. 
 I took the MSc to reinforce my HR credibility with the team. 
 I have to dilute the message to get it across [to operational managers]. 
 Trouble is other HR people don’t adjust their language so speak in jargon.  This 
just put the backs of managers [operational] up. 
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SI.2 was perceived, by the interviewer, to be the most engaged within his organisation.  
He became very animated when discussing knowledge transfer across organisational 
boundaries; he stated that MSc HRM acquired-knowledge together with other functional 
knowledge was valued.  SI.2 was the only person interviewed, or part of the focus 
groups, who had moved from HR into a wider organisational role which focused on 
knowledge transfer.  From this position he stated he felt he was able to influence strategy 
and transfer knowledge.  SI.2 described operational managerial colleagues who were also 
motivated to transfer knowledge cross-organisationally.  When probed, he stated there 
were some managers who were not motivated to received knowledge from outside their 
own sphere of responsibility; these were, he said, in the minority rather than the majority. 
 
SI.2 MD expects me to pool knowledge using team meetings and training 
programmes. 
 I’m really excited about moving into sharing [knowledge]. 
 My team’s role is around sharing knowledge. 
 There are some managers who resist, seeing knowledge as power, they are left 
over from the old way of working. 
 
Both focus groups confirmed that knowledge transfer was embedded within their roles; 
this applied equally to knowledge acquired via Masters-level study or obtained as part of 
their operational role.  Both focus groups indicated that their managers focused on 
application of knowledge in practice rather than theoretical explanations.  There was 
consensus within both focus groups around their own willingness to transfer knowledge, 
feeling knowledge was a valuable asset which needed to be fed back to their organisation.   
FG.1 (Ops Man) stated they were all willing to receive knowledge from HR sources.  
Although this focus group comprised operational managers they could not be said to be 
typical operational managers as they were engaged in studying for an MBA.  FG.1 (Ops 
Man) did, however, confirm that their willingness to receive knowledge was tempered by 
time constraints and their perception of HR’s willingness to transfer knowledge in a 
manner conducive to operational needs.  FG.2 (HR)’s stance to knowledge transfer out of 
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HR into other parts of their organisations was in contrast to FG.1 (Ops Man)’s.  They 
stated they were always willing to transfer MSc HRM acquired-knowledge but that 
operational managers only wished to receive at a compliance/legal level.  FG.2 (HR) 
stated that studying for an MSc HRM had reignited their interest in HR theory and 
practice, knowledge acquisition. 
 
FG.1 Boss not interested in what is learnt but in what we can do with it in terms of 
development and coaching. 
 It would be good to have more interaction with HR, but they are not actively 
engaged with the business. 
 Always willing to seek HR advice when needed but don’t have time for more than 
that. 
FG.2 Always willing to share knowledge, this is a valuable thing to give back to the 
organisation. 
 Managers [operational] seek us out when they have a problem with staff. 
 My interest in HR has been reignited by the course and I want to pass that onto 
others. 
 
4.4.1 Organisational perception of MSc HRM acquired-knowledge 
Both FG.1 (Ops Man) and FG.2 (HR) and SI.3 indicated there was a tension between 
work environments and academia, which appeared to question the relevance of academic 
input from MSc HRM programmes, from a business perspective.  This led to issues 
relating to the motivation of those in receipt of MSc HRM acquired-knowledge as well as 
acting as a hygiene factor for those wishing to transfer knowledge across heterogeneous 
workplace community boundaries.  SI.3 indicated he had met with resistance to all 
aspects of MSc HRM acquired-knowledge.  FG.1 (Ops Man) felt that peer reviewed 
journals, such as the Harvard Business Review, were valuable although they did not feel 
able to comment in terms of HRM, with FG.2 (HR) stating that the Harvard Business 
Review was easier to read than other academic journals, which they perceived to be 
overly academic and having less practical application to their work environment.  The 
following quotes indicated a disconnect between academic research and work practices. 
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SI.3 Need to take the theory out of conversations … have to dilute the message to get 
it across. 
 There is massive resistance to learning from CIPD/MSc. 
FG.1 Academic world is not delivering quickly enough for the current economic rate of 
change. 
FG.2 A lack of connection between the academic and practice. 
 Harvard Business Review is easier to read … a mid-way point. 
 Don’t know where to go for the HR [academic journals] input. 
 
4.4.2 Role of Recognition and Reward in motivating knowledge transfer activities 
SI.2 was the only interviewee (student or manager) who stated that he had been promoted 
into a role that had an across-the-business remit.  He also felt his knowledge was 
recognised and rewarded.  Both MI.1 and MI.2 indicated they had been promoted within 
HR, with MI.1 stating she felt she could lead a cross-organisational project but did not 
feel this would happen.  MI.1 clearly stated that she felt her skills were not recognised 
outside of HR, although MI.2 did receive performance related pay which she said 
indicated she was valued.   
 
MI.1 As an HR manager I feel a lack of recognition of my skills.  I want a specific 
cross-organisational project to head up but it’s not going to happen. 
MI.2 I know I am recognised for what I do; pay is performance related so there is clear 
evidence that I am valued. 
SI.2 I have been moved into a role outside of HR – business intelligence manager – it 
was an upward move, not just out of HR. 
 I feel I can grow my career with the business. 
 
SI.1 stated she felt her MSc HRM acquired-knowledge was recognised when HR-related 
issues were seen as key factors in obtaining business, recognition being at HR department 
level rather than individual.   
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SI.1 I feel HR practice has improved due to my knowledge but it is not acknowledged 
in SMT. [Senior Management Team] 
 They like the prestige of having HR rather than there being any willingness to 
take it seriously. 
 
MI.1, SI.1, SI.3 all indicated that they felt frustrated at the lack of recognition, with MI.1 
and SI.1 citing this as a prime reason for seeking work outside of their current 
organisation.  SI.2 stated he felt valued and rewarded for his knowledge, whilst SI.3 also 
stated he felt valued and rewarded but linked into his operational background rather than 
his MSc HRM acquired-knowledge.  
  
MI.1 Lack of recognition would be a push factor to move on. 
SI.1 I will have to leave to maximise my potential 
SI.2 The qualification has increased my status within the organisation. 
 The director really values what I bring back from the course. 
 I’m able to link HR across the whole organisation. 
SI.3 I work at a senior level and am recognised as such, I have a lot of influence but 
think this is due to my operational background rather than the HR aspects. 
 
FG.1 (Ops Man) indicated that the main reason for HR’s lack of recognition was their 
lack of understanding of core business issues.  FG.2 (HR) approached this from the 
opposite position indicating that managers were only interested in compliance to 
legislation rather than wider issues. 
 
FG.1 HR can build its own silo. 
 Sometimes they [HR] don’t seem to understand the business issues. 
FG.2 Managers only want to listen to things about legislation; not interested in other 
stuff. 
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4.5 Community aspects that influenced knowledge transfer 
 
Workplace community was not used as a term within questionnaires, interviews with 
managers or students or as part of either focus groups unless raised by research 
participants.  MI.1, SI.2, FG.1 (Ops Man) specifically mentioned workplace communities 
within their discussions.  MI.1 stated that each division of her large organisation was a 
workplace community and that the formation of communities was encouraged by her 
organisation, providing time constraints permitted this.  SI.2 described his organisation as 
being designed along the principles of communities of practice with each unit and cross-
functional team forming workplace community that transferred knowledge cross-
organisationally.   FG.1 (Ops Man) felt that academic study at Masters level, specifically 
their MBA programme, would ensure a better understanding of the need to transfer 
knowledge and lead to the development of workplace communities. 
 
MI.1 Each division is in effect its own community of practice 
 We would encourage communities of practice to share knowledge if time 
permitted. 
SI.2 Moving towards communities of practice and learning. 
FG.1 If everyone did the course then communities of practice could be built. 
 
They, together with MI.1 and FG.2 (HR), described factors which implied elements of 
workplace communities existed within their organisations, such as growing talent, 
sharing and pooling knowledge, CPD, and culture. 
 
MI.1 We grow our own talent which allows for clear business opportunities. 
SI.2 I am supported by my manager to bring back knowledge and share it across the 
organisation. 
 I have been encouraged to learn at postgraduate level so I can share knowledge. 
 We pool our knowledge. 
FG.1 We need to aim for continuous learning and improvement. 
 We have knowledge managers to help share knowledge effectively. 
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FG.2 A culture of performance through people would help. 
 
FG.1 (Ops Man) stated that due to an operational focus on knowledge transfer, workplace 
communities were not built effectively.  This, they felt, was due, in part, to a lack of 
understanding amongst managers about the benefits of continuous improvement.  They 
posited that this operational approach meant that workplace communities were focused 
on sharing skills to ensure staffs’ proficiency.  This, FG.1 (Ops Man) stated, led to 
operational communities valuing internal knowledge but being suspicious of external 
knowledge, leading to a lack of new input, resulting in no growth in terms of knowledge.  
FG.1 (Ops Man) went on to discuss cross-functional teams with long term objectives, 
although they did not describe these as workplace communities.  These cross-functional 
teams, FG.1 (Ops Man) stated, developed a synergy which allowed group members to 
transfer knowledge.  Knowledge was taken from across the whole organisation via group 
members; expertise within the group was built and expanded to maximise potential 
learning.  FG.1 (Ops Man) indicated that such cross-functional teams tended to form for 
specific projects; at the end of a project the group would disperse and new project groups 
form thus enabling knowledge transfer to perpetuate.  
 
FG.1 There are cross functional teams which pull knowledge from across organisational 
teams in order to complete a project.  They share knowledge while working 
together. 
 Unless the value of continuous improvement can be seen the knowledge gained 
from cross organisational teams can be lost.  Managers do not necessarily log it. 
 Cross organisational teams have an energy about them which means everyone is 
geared up to share knowledge.  This dissipates once the project is finished. 
 Some managers do use knowledge from one project to another, usually by pulling 
in people from previous projects. 
 
FG.2 (HR) did not specifically mention workplace communities; they spoke of 
transactional knowledge being transferred within teams and functions, individuals were 
proficient with a task without necessarily understanding why that task was required.  
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FG.2 (HR) indicated that this approach took precedence due to a results-driven culture as 
well as the need to ensure compliance with employment legislation.  FG.2 (HR) 
acknowledged that forums which allowed time for knowledge transfer and reflection 
would be desirable.  FG.2 (HR) indicated that they reflected on their knowledge via CIPD 
branch networks and mentoring schemes or linked back to MSc HRM alumni. 
 
FG.2 As long as the tasks are done effectively, there is not always time to understand 
the underlying reasons behind doing it in a certain way. 
 Time to discuss and reflect would be nice but not always done at work. 
 Usually discuss reasons behind issues at the branch [CIPD local network]. 
 We can always work out the whys and wherefores between ourselves [alumni]. 
 
MI.1 and MI.2 acknowledged a link between professional and business development, 
which allowed for knowledge transfer and reflection to take place.  SI.2 was the only 
student interviewed who spoke of a work-environment that actively supported self-
development.  MI.1, MI.2 and SI.2 all spoke of this in terms of targets to be met rather 
than a process where individuals took control of their own development in order to 
improve their knowledge base. 
 
MI.1 We have targets for professional development; these are both local and national. 
 Staff who are fully qualified appear to stay longer within their role. 
MI.2 One of our core values is around self development – we call it “love”. 
SI.2 HR qualification is driven by the director to ensure all [HR team members] are 
CIPD qualified. 
 We are all able to multi-task in terms of L&D. 
 
4.5.1 Perception of HR departments’ role within organisations 
The perception of HR departments’ role within an organisation had not been identified as 
a factor that might affect knowledge transfer prior to this study being undertaken.  
However, it emerged as an issue implicitly within ‘other barriers’ in the questionnaire 
responses.  Q.B005’s lack of credibility and Q.B009’s assertion that his/her manager did 
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not listen could be linked to HR departments’ place within organisational structures.  This 
aspect was used to inform interviews with managers, students and both focus groups. 
 
Neither of the managers interviewed indicated that HR departments’ role within 
organisational structures was an issue.  SI.1, SI.2 and SI.4 all indicated that the way HR 
departments were perceived within organisations did impact on their motivation to 
engage in knowledge transfer activities. 
 
SI.1 did not feel that her organisation valued HR; there was not an HR department as 
such and HR was only part of her role.  She said that when a new business contract was 
being tendered for, where there was a requirement to show the robustness of HR, she 
would be included in discussions.  However, once the tender had been secured she was 
told her input was no longer needed.  She described herself as ‘HR arm-candy’; useful to 
show HR existed but not expected to engage with processes.  SI.1 said that her MSc 
HRM acquired-knowledge allowed her to see how HR could impact on her business.   
 
SI.1 I attend tendering meetings to talk about the HR function but there my 
involvement ends. 
 I know I could offer a lot more. 
 
SI.3 described an organisation that had some similarities with SI.1’s in as much as the 
business had been built up by the current management team.  He also outlined how, until 
his appointment as HR manager, HR had been run as an administrative team to ensure 
legal compliance, a view which he felt was still held by his operational colleagues.  He 
felt that his credibility as HR manager was due to his previous operational background 
and not his MSc HRM qualifications.  He felt that his HR advice was only listened to 
because of his previous role and his ability to communicate effectively with operational 
managers.  
 
SI.3 I use my HR knowledge together with my operational knowledge to get my 
advice across, I think it is working.  
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 I was moved into HR from an operational role at restructure.  I use my ops 
knowledge to package the HR advice otherwise I don’t think I’d be listened to. 
 I have to dilute the message to get it across – I take the theory out of 
conversations. 
 
SI.4 stated that she felt the HR department was valued within her organisation at a 
transactional level; although she did not seem to be clear about how the HR department 
was viewed at a strategic level.   
 
SI.4 I just work at the admin part of the role, not sure what happens higher up. 
 
Once again SI.2 had a different perspective; he stated he felt that HR was valued by his 
whole organisation, particularly the Managing Director.  He described an organisation 
where HR issues were being used to influence and drive the organisation forward.   
 
SI.2 HR valued by the rest of the organisation, my promotion proves that. 
 People issues are included within the strategy and cascaded down the whole 
organisation. 
 
FG.2 (HR) focused on organisational perception of HR as the main barrier to MSc HRM 
acquired-knowledge transfer.  They stated they felt they had gained ‘physical 
knowledge’; a phrase they decided was a combination of MSc HRM-acquired-knowledge 
and their ability to apply it in practice.  They also felt more confident to challenge ideas 
and apply research techniques to support their arguments.  Within an HR environment 
FG.2 (HR) discussed how knowledge was transferred and synthesised adding to HR 
teams’ domain of knowledge; once again they indicated that their HR environment 
included their HR team, University alumni and CIPD branch.  Within this sphere, FG.2 
(HR) indicated that MSc HRM acquired-knowledge transfer appeared to be vibrant, led 
to changes in HR policies, improved understanding and was valued by all participants.  
However, when discussing non-HR organisational teams they felt differently.  FG.2 (HR) 
were all HR professionals who worked within HR teams, although they came from 
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diverse organisations and sectors; all felt that knowledge transfer from HR to the rest of 
an organisation was inhibited for a variety of reasons.  Firstly, they stated HR teams were 
seen in terms of a police force whose role was to ensure that rules were adhered to.  All 
members of FG.2 (HR) identified instances where such behaviour manifested itself 
within their own organisation.  Secondly, they felt their police role was perpetuated by 
line managers who blamed HR for unpopular decisions, such as pay, promotion, annual 
leave requests, all of which, they stated, fell within line management responsibilities.  
Thirdly, FG.2 (HR) indicated that line managers reinforced a perception of HR teams as 
makers of unpopular decisions by only contacting them for advice when issues around 
pay, promotion and annual leave manifested themselves.  Fourthly, all members of FG.2 
(HR) discussed a tendency for senior managers to employ external HR consultants to deal 
with strategic, transformational issues rather than using the skills contained within their 
own HR teams.  This, FG.2 (HR) felt, reinforced the transactional nature of internal HR 
teams and their perceived inability to deal with wider organisational issues, leading to a 
devaluation of their MSc HRM acquired-knowledge.  This fourth point, FG.2 (HR) felt, 
was an indication that senior managers also did not understand the level of 
professionalism with HR teams, particularly amongst those holding an MSc HRM.   
 
FG.2 There is a lack of understanding about HR. 
 There is a lack of awareness of the role of HR. 
 Managers still think we are personnel and not HR. 
HR are seen as a separate entity – like the police. 
 We are seen as the fun police. 
 We are seen as the bogy-man; managers use us to frighten staff. 
 It’s a balance between the amount of access people have to HR against meeting 
targets. 
 
FG.1 (Ops Man) indicated that they valued their HR colleagues; they appeared to confirm 
FG.2 (HR)’s perception in as much as they only contacted HR teams when they had a 
problem and did not seek their advice on day-to-day issues or include them within 
strategic discussions. 
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FG.1 I always ask HR’s advice if it is a people issue.  Although I now know more about 
HR than I did [due to MBA study] it is always good to check with the experts. 
 Tend not to speak to them on a daily basis, perhaps we should. 
 Not that we don’t value them, just not enough time unless there is a specific issue 
that I can’t deal with. 
 
FG.1 (Ops Man) acknowledged that a culture where HR knowledge was valued was 
necessary prior to organisations engaging in effective transfer of knowledge emanating 
from HR teams. 
 
FG.1 There has to be a culture where HR knowledge is valued in order for it to be 
shared. 
 
 
4.6. Role of CIPD within the HR Function and its Effect on the Ability to Transfer 
Knowledge 
 
FG.2 (HR) raised an issue that had not manifested itself prior to this stage in the study, 
when this focus group was run, that being CIPD’s role within HR.  The focus of this 
study was on CIPD’s approved MSc HRM programmes so the issues raised did not 
initially appear to be relevant.  However, as all participants in FG.2 (HR) were in CIPD 
membership at some level, as were all questionnaire respondents both MI.1 and MI.2 and 
all four students interviewed, these findings were felt worth noting.  The first issue FG.2 
(HR) raised was the lack of CPD amongst some senior HR colleagues.  FG.2 (HR) stated 
that they felt that some HR managers at strategic level failed to fulfil this requirement.  
Members of FG.2 (HR) stated they had not heard of any member (other than those 
teaching on accredited programmes) being required to submit their CPD logs, except 
when up-grading to Chartered status.  This was important for this study for two reasons.  
Firstly, if HR professionals, as represented by FG.2 (HR) felt that senior HR 
professionals failed to maintain their knowledge base via CPD then this would impact 
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across organisational boundaries diluting the value of organisational HR knowledge.   
Secondly, FG.2 (HR) stated they felt this prevented more junior HR professionals being 
shown clear examples of the value of knowledge transfer in terms of CPD.  
 
FG.2  There is a lack of CPD with [HR] Business Partners. 
 Some managers got their qualification years ago but haven’t kept up to date. 
 No-one checks CPD once you’re qualified. 
 
The second issue raised by FG.2 (HR), in relation to CIPD was their belief that it was not 
connecting with all members at all levels.  When pressed to expand on this they stated 
that they felt there was a drive to move everyone into Chartered Member or Chartered 
Fellow status. 
 
FG.2 CIPD are not necessarily sending out the right message about knowledge. 
 The CIPD are pushing everyone into Chartered Status. 
 
 
4.7 Summary 
 
Data gathered for this study showed that MSc HRM programmes were valued by those 
who participated in them and by staff and managers with whom participants come into 
contact.  Those who had undertaken an MSc HRM programme grew in confidence and 
felt they were more effective in their operational role.   
 
Transfer of knowledge gained from MSc HRM programmes into work environments was 
described as being undertaken as part of routine interaction between colleagues as 
required by the needs of organisations.  Motivation to transfer MSc HRM was less clearly 
defined, influences, which either facilitated or acted as barriers, being multiple and 
complex.  Data from this study found that individuals themselves might be motivated to 
transfer MSc HRM acquired-knowledge either for purely altruistic reasons or to enhance 
their reputation and career.  Further findings from the data indicated that organisational 
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culture could either facilitate or prevent knowledge transfer, with structure or physical 
environments influencing if and how knowledge was transferred.  An additional 
influence, upon the degree to which knowledge was transferred, was managers and their 
willingness to accept MSc HRM acquired-knowledge and to value of the HR function’s 
voice.  Managers described feeling were under pressure to meet short term KPI which 
were operationally and financially driven; unless new knowledge could be seen to add 
value to KPI then there was a lack of motivation to listen.   
 
There was evidence found, within work environments included in this study, of 
workplace communities being used to facilitate knowledge transfer.  These were not 
solely contained within organisational boundaries; some were across professional 
domains of knowledge, such as CIPD branches and University alumni, others were 
contained within HR team boundaries with some moving across organisational 
boundaries, with SI.2’s organisation appearing to have made a strategic decision to form 
workplace communities in order to transfer knowledge across organisational boundaries. 
 
What was clear, from the data gathered, was that transfer of knowledge from MSc HRM 
programmes into work environments was complex and multi-faceted.  The next chapter 
will discuss these findings and analyse them in relation to the theory discussed within the 
literature review. 
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Chapter 5: Analysis and Discussion 
 
A review of literature (Senge 1990, Nonaka 1991, Hall 2001, Greiner et al 2007, Peroune 
2007, Weldy 2009, Choo and Alvarenga Neto 2010) indicated that knowledge transfer 
was influenced by both organisational and individual factors.  Organisational issues 
focused on culture (Neilsen 2009), politics and power (Wenger 1998, Garavan et al 
2007), structure (Longworth 2006) and design (Jewson 2007), whilst individual issues 
coalesced around motivation (Nonaka 1991, Kakabadse et al 2003, Peroune 2007, 
McLaughlin et al 2008, Illeris 2011).  Lave and Wenger (1991), Wenger (1998), Wenger 
et al (2002), Kakabadse et al (2003) and Illeris (2011) all indicated workplace 
communities, formal and emergent, facilitated knowledge transfer.  However, Wenger et 
al (2002), Jewson (2007), Klarl (2013) also indicated that the ability of workplace 
communities to effectively transfer knowledge was influenced by organisational and 
individual issues too; failure to appreciate the impact of organisational issues on 
workplace communities negated their effectiveness.  As this research project progressed 
it became more difficult to compartmentalise the findings within the theoretical 
framework or match explicitly to the literature reviewed.  Findings indicated intra-
organisational knowledge transfer was more complex and crossed theoretical boundaries.  
At this point it became necessary to analyse across topics and look at MSc HRM 
acquired-knowledge transfer in a more holistic manner.  This section will analyse and 
discuss the findings in relation to organisational and individual issues and their impact on 
the effectiveness of knowledge transfer and workplace communities.  
 
5.1 Value to Organisations of MSc HRM Acquired-knowledge 
 
At the beginning of this research project the value of MSc HRM acquired-knowledge was 
taken as a given; both CIPD and University Centres were confident that their curricula 
met the needs of the HR profession and businesses.  However, as the research progressed 
it became clear that the value of knowledge covered a variety of aspects, with the 
perception of value being a key issue.  Therefore, the value of MSc HRM acquired-
knowledge within organisational contexts was felt to be the starting point for the analysis.  
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If such knowledge was not valued, by individuals or their organisations, then transfer 
would not happen effectively and further analysis of data would be truncated.  However, 
value of MSc HRM acquired-knowledge encompasses not only the value to organisations 
but also its value to individuals.  Within both organisational and individual contexts 
knowledge transfer can be used to reinforce special peer relationships (Peroune 2007), 
help build workplace communities (Illeris 2011) or be used to exert power (Garavan et al 
2007). 
 
As MSc HRM knowledge is acquired by students (HR professionals) within a University 
context, this appeared to be a logical point to review its value.  If, as Hagar and 
Hodkinson (2009) indicated, knowledge acquisition can be encapsulated in a series of 
learning events then the framework laid down by CIPD and applied by University 
Centres was effective, Easterby-Smith’s (1994) proving level of evaluation was met.  
CIPD and University Centres were confirmed as delivering learning that was of value to 
research participants.  All participants were clear that knowledge was gained via MSc 
HRM programmes which led to increased work-performance and greater self-confidence.  
Strategic investment in MSc HRM qualifications led to those within HR functions 
meeting the criteria of experts (Lave and Wenger 1991, Wenger 1998, Wenger et al 
2002) who, within workplace communities, would be able to transfer their knowledge to 
others. 
 
There was consensus amongst the research particpants that MSc HRM programmes 
provided a high level of academic input which was transferable into organisational 
contexts and which allowed for both improving and reinforcing evaluation to be aspired 
to (Easterby-Smith 1994).  CBI (2009, 2012), Artess et al (2014), CIPD (2015a) all 
indicated that this was required of Higher Education programmes, the ability to transfer 
knowledge from academia to support work environments.  Managers and students 
interviewed indicated a practical and operational focus on transferring MSc HRM 
acquired-knowledge was in place within their organisations and was also felt to be valued 
by individuals and organisations; the barrier of lack of perceived value of knowledge 
within organisations (McLaughlin et al 2008) had been overcome.  Added to acquisition 
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of knowledge was the ability to articulate arguments more clearly; individual knowledge 
had been enhanced by knowledge acquired from MSc HRM programmes.  Students’ 
ability to undertake systematic research within work environments, in a rigorous manner, 
and understand the value of research methodologies had led to greater self confidence.  
This, in turn, had led to an ability to challenge, argue and engage at senior management 
level.   
 
Valuing and accepting MSc HRM acquired knowledge enabled organisations to harness 
employees’ capabilities (McLauglin et al 2008).  It also allowed for strategy to be driven 
forward by shared values and ideas (Senge 1990, 2006) and for common cognitive 
ground to be found (Nonaka 1991).  However, valuing knowledge was not enough; 
organisations needed to ensure its rapid utilisation (Curedo 2006) for maximum impact.  
The unitary nature of MSc HRM acquired knowledge ensured organisations could 
measure its impact by assessing how effective it was at changing behaviour (Velada and 
Caetano 2007). 
 
However, the value of MSc HRM acquired-knowledge as it transfers intra-
organisationally is a factor which either facilitates or restricts its transfer intra-
organisationally.  How its value influences organisational and individual environments 
will be used to inform discussions throughout this chapter. 
 
5.2 Organisational Factors Influencing Learning and Knowledge Transfer  
 
5.2.1 Strategic Direction 
This study found that participating organisations had a strong sense of purpose which was 
embedded within their strategy, a necessary prerequisite to knowledge transfer (Senge 
1990, Pemberton and Stonehouse 2000, Rhodes et al 2008, Choo and Alvarengo Neto 
2010).  Strategy informed KPI, which were driven from the top and linked to business-
operational performance.  All participants, with the exception of SI.2, indicated that a 
focus on working towards KPI that were based on short-term performance measures 
adversely affected their ability to transfer knowledge, not only from MSc HRM 
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programmes.  This led to inflexibility within organisations, which frustrated knowledge 
transfer which fell outside of strategically linked KPI.  Organisations were driven to 
increase production which led to a focus on operational rather than strategic issues.  
Where a deliberate strategy (Johnson et al 2005) had been adopted (SI.2’s organisation) 
to facilitate asymmetrical (Klarl 2013) knowledge transfer activities into workplace 
targets heterogeneous workplace communities and longer term knowledge transfer 
activities emerged to support organisational activities (Bennett 2001).   However, in the 
majority of organisations reviewed as part of this study, there was a lack of reflection on 
knowledge transfer at either individual or organisational level.  In larger organisations 
this meant there was no space to deal with individual or local issues.  Individuals might 
feel it was not clear how their role actually fitted into the strategic bigger picture.  In 
smaller organisations links between individual contribution and strategy were easier to 
see, enabling staff to understand how an improvement in their performance would impact 
at higher levels, Vroom’s (1964) valance in terms of motivation either inhibiting or 
enhancing knowledge transfer activities. 
 
5.2.1.1 Organisational strategy and its impact on knowledge transfer activities 
When focusing on HR functions, links to strategy were not explicitly mentioned as a 
facilitator of MSc HRM acquired-knowledge transfer (Greiner et al 2007).  HR 
functions’ stance, as outlined by interviewees and FG.2 (HR), appeared to accept that 
knowledge transfer took place and supported organisational strategy, perhaps reflecting 
emergent strategy (Haberberg and Rieple 2001) or the dynamic nature of idiosyncratic 
development (Curado 2006).  HR functions, reviewed within this study, appeared to 
focus on delivery rather than development of knowledge transfer activities.  When 
discussing the strategy of knowledge transfer activities with interviewees and FG.2 (HR) 
discussions revolved around centralisation of HR tasks as opposed to embedded HR 
activities, those being activities undertaken within teams.  The rationale appeared to be 
that centralisation of transactional tasks into service centres had led to a loss of personal 
relationships which in the past had been a conduit for cross-organisational knowledge 
transfer (Peroune 2007), preventing HR’s voice being heard cross-organisationally.  
There was acknowledgement that centralised structures ensured that transactional HR 
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tasks were completed in an effective and cost-efficient manner, which should have 
allowed HR managers to focus on knowledge integration within strategic tasks (Lang 
2004); a strategic decision which affected organisational design.   
 
Pressure to meet short term KPI affected not only knowledge transfer but also influenced 
the L&D budget available.  The current economic climate had led to budgets for 
professional qualifications being reduced.  Across all organisations linked to this study, it 
was emphasised that unless a business case could be made to invest in individual 
professional qualifications, money was not available, referencing shared values and 
direction (Hall 2001) and perhaps sidelining HR departments from as a core function of 
business.  This was true across all functions; however, participants felt that the ability to 
make a business case was more difficult from an HR perspective as they were a step 
removed from business-operational aspects of their organisations.  This resonated 
specifically with SI.3, who had been clearly told his HR initiatives were to have zero 
costs.  Links into long term ROI or issues such as increased employee engagement were 
not considered relevant.  The value of MSc HRM acquired-knowledge was measured by 
short term indicators rather than by longer term measures, designed to ensure 
organisations continued to exist, that linked knowledge transfer activities into 
organisational goals (Wagner 2003).  In SI.3’s organisation MSC HRM acquired-
knowledge was valued as far as it met short term KPI and not for its ability to enable 
learning (Senge 1990, 2006) or maximise competitive advantage (Altman and Iles 1998).   
 
A scenario outlined by MI.1 indicated that a lack of investment in HR professional 
qualifications would result in divisions, between those who were qualified and those who 
were not, developing and widening.  The consequence of this was that those with 
professional qualifications guarded their knowledge more closely.  They had individual 
knowledge which was becoming more valuable; if they transferred knowledge then its 
value might be diminished.  This, MI.1 felt, was due to concern that changes in 
organisational strategy might result in those with knowledge but no qualifications being 
seen as a more cost effective option in terms of staff resourcing; transferring knowledge 
in that situation might be seen as against an individual’s best interest, so motivation 
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would be inhibited.  In order for organisational culture to be conducive to learning it 
needed not only to have shared values, which MI.1’s organisation appears to have, but 
also openness in communication and peer support (Whittington and Dewer 2004) which 
had diminished during a period of uncertainty.  This clearly evidenced a link between 
organisational and individual issues which affected the transfer of MSc HRM acquired-
knowledge.  Within MI.1’s organisation MSc HRM acquired-knowledge was valued for 
its leverage within organisational power dynamics (Garavan et al 2007), individual 
perception being that their organisation will use intra-organisationally transferred MSc 
HRM acquired-knowledge to reduce staffing costs, to the detriment of those who have 
achieved the qualification.  This in turn influences individuals to minimise involvement 
in knowledge transfer activities, as knowledge transfer tends to be intangible and 
dynamic (Curedo 2006) managers’ ability to influence it is negated. 
 
SI.2’s organisation had taken a strategic decision to work in a manner that reflected 
workplace community theory as outlined by Lave and Wenger (1991), Wenger (1998) 
and Wenger et al (2002) together with theories around knowledge transfer posited by 
Bennett (2001), Kakabadse et al (2003) and Greiner et al (2007).  SI.2 described his 
organisation as one which appeared to ensure that all staff within HR teams and across 
the whole organisation were appropriately qualified for their level of responsibility.  
Knowledge was transferred via heterogeneous/asymmetrical (Lave and Wenger 1991, 
Klarl 2013) multi-disciplinary communities which brought strategic and operational 
knowledge from across organisational boundaries into one place.  This ensured that the 
sum of organisational knowledge was greater than that held by individuals, which 
allowed for a cross-organisational approach to knowledge transfer.  This approach was 
driven by senior managers seeing the value of cross-fertilisation (Martensson 2000) of 
ideas and required a new approach to organisational management, an approach which 
required cultural change.  In the scenario outlined by SI.2 strategic change was from an 
autocratic, power-based culture to a more facilitative one; this resulted in an organisation 
in a state of flux with change being driven from the top as a matter of business survival.  
Despite management driving change forward there were still factions that were resistant 
to change (Johnson et al 2005), whose influence impacted on knowledge transfer by 
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hoarding knowledge.  The effect of change on MSc HRM acquired-knowledge transfer 
had been subsumed into literature on power, strategy and individual motivation.  
However, SI.2 clearly indicted that change processes influenced strategy, individual 
motivation and organisational power. 
 
5.2.1.2 The effect of change on knowledge transfer activities 
All research participants, who were interviewed or took part in focus groups, indicated 
that change influenced knowledge transfer activities.  This study found evidence that 
organisational change was rapid, ongoing and could enhance or inhibit knowledge 
transfer activities, depending on how an organisation approached the change process. 
 
Organisational growth required changes in organisational structures which broke down 
established social relationships, destabilising collegial and special peer relationships 
(Peroune 2007).  Organisational shrinkage led to fear of loss of status, influence or job, 
which resulted in hoarding knowledge.  In theory, organisational change is driven by the 
need to meet external business stimuli (Senge 1990, 2006), however, this study found that 
in reality change resulted in team environments being re-arranged, leading to a reduction 
in individual communication (Nonaka 1991), and a breakdown of special peer 
relationships (Peroune 2007) which were essential for knowledge transfer to take place.  
If, as in SI.2’s case, knowledge was viewed as collective (Bennett 2001) then 
organisational learning (Senge 1990, 2006) and knowledge transfer was enhanced.  In 
order for knowledge transfer to be utilised to enhance organisational change, decisions in 
relation to knowledge transfer activities and knowledge management must be made as 
part of change management processes.  FG.2 (HR) saw change in a positive light, 
indicating they would be able to influence organisational strategic directing.  They did 
not indicate how this would happen if they continued to be perceived in a support rather 
than transformational role.  The need for change processes to include an adjustment in 
organisational perception was not discussed and appeared to be taken as an automatic 
outcome of any change process, a somewhat naïve point of view.  It appeared that change 
itself might influence MSc HRM acquired knowledge transfer but it was the 
organisational culture within the changing organisation that took precedence. 
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5.2.2 Organisational culture 
Organisational culture was not specifically cited as influencing MSc HRM acquired 
knowledge transfer, rather lack of time was cited as the main barrier to effective 
knowledge transfer by questionnaire respondents.  This was also raised as an issue within 
interviews and focus groups.  However, when drilled down it appeared that lack of time 
was linked to organisational strategies driven by short term KPI, leading to a short term 
culture.  With the exception of SI.2’s organisation where knowledge transfer was 
described as being undertaken without compromising the strategic primary function 
(Tapp 2004), cultures that required short term goals to be met were described.  Time to 
transfer knowledge or reflect on learning was not seen as profitable or a good use of staff 
time.  Unless new knowledge, from any source, could be clearly linked to KPI, time was 
not made available and collaborative activities did not happen (Neilsen 2009).  This 
finding confirmed Akkerman et al (2008) and Iaquinto et al’s (2011) research where 
knowledge transfer failed due to lack of collaborative space being allowed which enabled 
social activities to facilitate knowledge transfer. 
 
A culture that facilitated knowledge transfer could not be taken for granted (Fuller 2007) 
by management; there was a need to help social communities to build and develop, 
bearing in mind that such communities flourished if management involvement was 
minimal, guidance rather than control (Wenger et al 2002).  This view was reinforced by 
Akkerman et al (2008) and Inaquinti et al’s (2011) research where over management 
stifled knowledge transfer.   Effective knowledge transfer, via workplace communities, 
flourished with a light management touch, together with trust and engagement (Wenger 
et al 2002, Jewson 2007, Garavan et al 2007, Juriado and Gustafsson 2007, Love 2009, 
Zboralski 2009 and Retna and Pak 2011).  This study found there was a need to help 
social communities to build and develop, as within SI.2’s organisation.  Where such help 
was not forthcoming social communities did not emerge, as in SI.1’s organisation, or 
emerged to meet individual needs (SI.3) or appeared not to exist outside of workplace 
teams (SI.4).  SI.1 outlined a management style that could be considered to be micro-
management, where effective knowledge management was stifled (Akkerman et al 2008, 
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Iaquinto et al 2011).  No evidence was found, from this study, that effective knowledge 
transfer flourished within organisational cultures that appeared to be over-controlled and 
based on short term KIP.  Findings from this research reinforced (Fuller 2007) that 
effective knowledge transfer flourished with a light management touch together with trust 
and engagement, as in SI.2’s organisation, with SI.1’s organisation acting as a contra-
indicator.    
 
Soft aspects of organisational culture (Johnson et al 2005), such as symbols, stories, 
routines and rituals, also had an impact on knowledge transfer.  This research found 
evidence that HR departments were perceived as separate from the main organisation.  
These findings emerged explicitly from both focus groups, although these were, 
implicitly, reflected within questionnaires and interviews.  When HR departments were 
seen as separate, having routines and rituals that were perceived as different and stories 
(Basten 2011, Thorp 2013) perpetuating an historical view of their role, knowledge 
transfer was impeded.  The issue of HR-police, raised by FG.2 (HR), could also be linked 
to organisational culture, where a culture was facilitative cross-organisational 
communication, including HR, was positive.  Generally, however, a picture emerged, 
from this study, of HR being in a silo, communication within this silo being good but 
links cross-organisationally less robust.  HR were involved in setting up and managing 
formal communications systems which involved staff engagement issues, such as 
employee engagement forums, designed to generate discussions.  Once again these 
appeared to focus on communication based on KPI, rather than communication with 
those in HR.   
 
From FG.1 (Ops Man)’s point of view, their MBA acquired knowledge was confined to 
transfer within their own sphere of organisational responsibility, reflecting the position of 
MSc HRM acquired-knowledge.  However, links across operational aspects were strong 
as each part of an operational system was tightly coupled (Weick 1982) to ensure 
performance; HR functions sat outside of this process.  Individual knowledge was 
transferred to ensure that work flowed smoothly and was designed (Juriado and 
Gustafsson 2007) to ensure KPI were met, reflecting Wenger’s (1998) rationale behind 
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communities of practice.  Where knowledge transfer happened across departments, as 
part of normal practice, dominant organisation cultures facilitated such transfer.  When an 
organisation lacked a facilitative culture then blockages in knowledge transfer occurred, 
reflecting Wenger’s (1998) view that fixed hierarchies could get stuck in bureaucracy 
failing to deliver the organisational processes that facilitated knowledge transfer 
(Pemberton and Stonehouse 2000). 
 
A manifestation of organisational culture, organisational politics (Wenger 1998, Garavan 
et al 2007), was identified as a potential barrier within literature reviewed for this study, 
with respondents to the questionnaires confirming it as of high importance.  The input 
from other data sets, interviewees and focus groups, was ambiguous on the affect of 
organisational politics.  Neither MI.1 nor MI.2 mentioned issues that could be related to 
organisational politics.  Instead they spoke about strategy, structure and processes that 
were designed to facilitate knowledge transfer.  Interestingly FG.2 (HR) did not raise 
organisational politics as an issue in this context either, once again focusing on an 
operational approach to knowledge transfer such as systems and learning interventions.  
FG.1 (Ops Man) spoke about political issues that frustrated organisational knowledge 
transfer.  The rationale behind these political activities appeared to revolve around senior 
managers seeing MSc HRM acquired-knowledge as an infringement of power held 
higher up organisational structures, blocking its use in order to protect management status 
quo.  The anomaly here was that HR managers, either interviewed individually or as part 
of FG.2 (HR), did not mention any blockages to knowledge transfer whereas operational 
managers, who made up FG.1 (Ops Man), felt quite comfortable in discussing such 
issues.  There could be two reasons for this anomaly.  Firstly, FG.1 (Ops Man) was 
unique as it was made up of operational managers who, although they came from diverse 
organisations, were all pursing an MBA; they stated that knowledge gained from their 
MBA had allowed them to identify relevant business issues.  Perhaps this knowledge also 
allowed them to be more objective about organisational culture, as they had studied it in 
depth at an advanced level.  Secondly, HR professionals focused on HR related topics 
rather than wider business issues which might mean they viewed organisational issues 
differently to their operational management colleagues.  This difference in approach was 
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relevant to communication across organisational boundaries from HR sources as when 
transferring knowledge each party will be motivated differently.  
 
However, an alternative way of considering whether MSc HRM acquired knowledge was 
a political/power tool was its value.  Perhaps the reasons FG.2 (HR) did not see their 
knowledge as a political or power tool was that its value was within the homogenous HR 
domain of knowledge (Lave and Wenger 1991, Klarl 2013) where there was a uni-
directional focus (Rhodes et al 2008), HR departments were an example of a workplace 
community (Illeris 2011), where knowledge was transferred to all community members 
equally, whereas transferring intra-organisationally would require boundary crossing into 
heterogeneous communities (Lave and Wenger 1991, Klarl 2013) with a multi-directional 
focus being taken.  The multi-directional focus allowed for MSc HRM acquired-
knowledge to be taken out of its domain into an environment where it could be used as a 
political or power tool.  Alternatively, moving across organisational boundaries might 
mean that the value of MSc HRM acquired-knowledge did not have full acceptance 
(Huzzard 2004) within a wider organisational context. 
 
5.2.2.1 Approach to culture and management style 
Literature reviewed for this study focussed on management styles that facilitated 
knowledge transfer.  Such styles were facilitative, where intra-organisational 
communication was encouraged (Pemberton and Stonehouse 2000), where workplace 
communities were built (Illeris 2011) and collegial and special peer relationships 
(Peroune 2007) were built.  There appeared to be a paucity of literature on knowledge 
transfer activities within organisations with autocratic management styles.  SI.1 described 
her organisation as being unwilling to transfer MSc HRM acquired-knowledge and that 
its management style was autocratic, whereas SI.2 stated his organisation was actively 
engaged in knowledge transfer and described a management culture that was facilitative; 
this evidence reinforced the literature reviewed for this study (Bruner 1990, Altman and 
Iles 1998, Bennett 2001, Whittington and Dewer 2004). 
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SI.1’s organisation was owner managed and appeared to actively resist advice that was 
based on MSc HRM acquired-knowledge.  Although this study was focused on MSc 
HRM acquired-knowledge, SI.1 spoke of her Managing Director being resistant to all 
external knowledge; his dominance meant that this resistance was perpetuated cross-
organisationally.  Knowledge was not sought or, once proffered, listened to, perhaps 
being seen as a challenge to a dominant hegemony which held power and was resistant to 
change; knowledge that emanated from outside was not deemed to be of value so transfer 
did not take place.  As a result, managers at all levels were careful not to be seen to agree 
with new ideas before they had been approved by the Managing Director.  SI.1 described 
instances where junior managers co-participated in an emergent workplace community in 
a marginal manner (Wenger 1998); they did not move into a position where they co-
created new knowledge (Longworth 2006) and their participation with it would become 
non-participation if senior management approval was withdrawn.   
 
Whatever management culture was described by research participants, and whether they 
appeared to agree with it or not, all acknowledged that senior managers felt their 
approach to management was the best to secure long-term organisational viability.  It was 
logical, therefore, to assume that if the value of MSc HRM acquired-knowledge to 
organisational success could be shown, managers would value it more.    
 
Within all interviews and focus groups organisational culture was described as being 
driven in a top-down manner, setting the tone organisationally and influencing how it 
used and transferred knowledge.  If the approach was autocratic then the focus was on 
operational knowledge rather than MSc HRM acquired or strategic or individual 
knowledge, inhibiting knowledge transfer (Altman and Iles 1998).  HR’s role was to 
focus on providing a speedy response to day-to-day issues, ensuring compliance within 
the legislative framework and making sure that clear audit processes were in place.  If the 
approach was facilitative then a culture of knowledge transfer developed and thrived 
(Bennett 2001).  Small organisations did not appear to show any deviation from their 
dominant culture; however, as organisations increased in size, departments developed 
sub-cultures (Johnson et al 2005) which might be different from the dominant one.  Small 
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pockets of knowledge transfer emerged; these were fragile and easily disappeared if they 
were seen as a threat to the dominant culture.  
 
5.2.2.2 Role of Line Managers in knowledge transfer  
From the point of view of research participants, a re-occurring theme that appeared to be 
pivotal, was the role of line managers in how and why knowledge transfer took place.  
Managers reflected organisational culture and were influenced by internal political 
activity.  A strong leadership determined organisational culture (Johnson et al 2005) 
which could facilitate or hamper MSc HRM acquired-knowledge transfer (Bruner 1990, 
Altman and Iles 1998, Bennett 2001).  However, it appeared that at all organisational 
levels, an individual or team’s immediate manager also had similar influence; this 
influence might be contrary to the dominant leadership. 
 
MI.1 and MI.2 spoke of their own approach to knowledge transfer in a positive light.  
There was a clear drive to continuous professional improvement at all levels within their 
teams, together with an appreciation of the value of L&D and relevant professional 
qualifications.  In order for line managers to be able to facilitate continuous professional 
improvement within their team, it was necessary to have a framework in place which 
would enable managers to be able to deal with their direct reports and team building 
activities.  Frustration was expressed by MI.1 and MI.2 and from FG.1 (Ops Man) 
because they felt they had been promoted into management roles based on their 
professional or technical expertise.  They stated there was an organisational expectation 
that they emerged as fully-fledged managers upon appointment.  This frustration was also 
evident within SI.1, SI.3, SI.4 and FG.2 (HR) who found that their managers appeared 
unable to support them in development activities.  There appeared to be consensus, from 
within the research population, that lack of management development, for both newly 
appointed and longer serving managers, prevented knowledge transfer activities 
developing.    
 
Although managers worked within dominant organisational cultures, interviewees and 
focus groups felt that, within their own team, line managers influenced culture; this 
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resulted in sub-cultures sitting side-by-side within one organisation.  An autocratic 
dominant culture may have sub-cultures where line managers encouraged knowledge 
transfer (SI.1).  This resulted, from an HR point of view, in pockets of willingness to 
work in partnership and transfer relevant knowledge, as witnessed by SI.1 and SI.3.  Silos 
of good practice were to be found within SI.1’s autocratic organisation.  Unfortunately, 
she described how the dominant culture would subsume these pockets if they were seen 
to be growing too powerful.  This was also true for a facilitative dominant culture; SI.2 
acknowledged that his organisation had managers who preferred an autocratic style and 
imposed a less than facilitative sub-culture within their teams.   Generally, there appeared 
to be consensus, from all those spoken to face-to-face, that management development 
would help create a more knowledge-based approach.  However, there was concern 
expressed that an operational focus on tasks, rather than people, prevented this from 
happening.  This resulted in managers either not seeing strategic bigger pictures or not 
having the ability to facilitate knowledge transfer within their teams.  SI.4 felt that 
managers were not willing to develop further and that their knowledge had stagnated. 
 
It appears that research participants were indicating that the relationship required between 
individuals and managers, for effective knowledge transfer (Weldy 2009), was missing.  
Line managers, it was felt, did not have the necessary skills to ensure generalisation of 
MSc HRM acquired knowledge into working practices (Velada and Caetono 2007) 
 
5.2.3 Organisational Design 
The majority of research participants described their organisational design in relation to 
HR departments as having few common variables, with HR appearing to have a 
distinctive functional sub-culture.  These descriptions led to organisations where HR 
departments were loosely coupled (Weick 1982).  This led to a lack of mutual 
commitment and intense alliances (Lang 2004), resulting in less social interaction. 
 
However, evidence from this study indicated that loose coupling (Weick 1982) was not 
perceived to prevent MSc HRM acquired knowledge transfer.  Questionnaire respondents 
indicated that organisational design was as much of a barrier as organisational politics 
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although they did not choose it as a primary barrier.  MI.1 and MI.2 spoke positively 
about how their organisational structure facilitated knowledge transfer with strict training 
regimes covering all mandatory aspects.  They also both spoke of organisation-wide 
training needs analysis, covering organisation, department/team and individual levels.  
Their structures supported performance management processes which were seen as 
developmental tools, allowing for organisations to develop their own staff and ensuring 
clear succession planning was in place.  The formal structures were designed to include 
formal workplace communities (SI.1) which allowed for knowledge transfer as well as 
understanding and appreciation of other organisational roles.  However, there was a 
negative aspect to organisational structures too (Johnson et al 2005): a structure made up 
of specialist teams (MI.1), in which specialist knowledge was held and accessed as 
required, led to silo-working.  Theoretically such a structure had clear, specialist 
workplace communities in place, organisational rationale behind such specialist 
structures being to maximise expertise; specialists held key positions and had been 
funded to achieve expensive professional and specialist qualifications.  Such structures 
pooled all specialist knowledge within a domain in order to ensure it was used 
effectively.  However, in reality this highly specialist team structure led to staff being 
unable to move into or out of their specialist team, reinforcing Weick’s (1982) position of 
loose coupling.  From an organisational point of view, there had been a heavy financial 
investment in professional qualifications, individuals becoming valuable resources which 
needed to be harvested and conserved.  From individual team members’ points of view 
moving out of their specialist unit might mean a loss of status and/or pay, so their 
motivation was to stay inside specialist silos.  These specialist teams did transfer 
knowledge, insularly across team rather than cross-organisationally.  In organisational 
structures where an HR department was small, or consisted of one individual, links were 
back to MSc HRM university alumni or CIPD’s network of regional branches.  
Knowledge was transferred but within a professional city of knowledge (Longworth 
2006) rather than an organisational one.  SI.2’s organisational structure, where there were 
cross functional teams had, as a consequence, developed workplace communities and 
cross fertilisation of ideas  SI.2 described his organisation as having tight inter-
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dependence (Lang 2004) with few distinctive variables (Weick 1982) leading to 
socialisation and collegial/special peer relationships developing (Peroune 2007).   
 
Organisational structure was dependent upon size (Johnson et al 2005); as organisations 
grew there was a need to move into a structure which consisted of departments and 
teams.  Small organisations required staff to be more flexible and to be able to multi-task, 
their size, rather than organisational strategy, requiring tight coupling (Weick 1982).  In 
order for a smaller organisation to function at an operational level there was a need to 
transfer knowledge and ideas across functions.  The whole organisation became a large 
workplace community.  Another consequence of growth was that cross-organisational 
links weakened, individuals linking into smaller, specialist teams, forming homogeneous 
(Lave and Wenger 1991) workplace communities and valuing that which benefits that 
team, perhaps at the expense of the wider organisation.  With organisations focusing on 
short term KPI domains of knowledge narrowed inwards, there was loose coupling 
(Weick 1982), less socialisation (Lang 2004) and peer relationships sitting at information 
sharing in order to meet KPI, thus preventing people from transferring knowledge across 
boundaries unless such transfer linked directly into improvement in their own. 
 
5.2.3.1 Communication of MSc HRM acquired-knowledge throughout organisational 
structure 
Formal communication processes (Pemberton and Stonehouse 2000) were in place within 
all organisations considered as part of this study; these were driven in a top down manner 
which ensured that resources were provided to put organisational strategy into effect 
(Johnson et al 2005) for information to cascade throughout organisational structures.  
Explicit knowledge (Nonaka 1991), in the form of strategic, operational and internal 
knowledge, was transferred formally.  Within formal structures there was 
acknowledgement of informal communication within groups and teams (Kakabadse et al 
2003) in the form of information peer relationships (Peroune 2007).  Informal 
communication was seen as important as formal processes (Call 2005); it enabled the 
transfer of tacit knowledge comprising individual, operational and internal knowledge.   
A range of formal communication methods were outlined by research participants. These 
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included e-mail, share-point, weekly ‘buzz’ meetings, quarterly newsletters, mandatory 
team briefings, specific one-off briefings and CEO quarterly briefing.  All were designed 
to ensure information was communicated cross-organisationally (Kakabadse et al 2003).  
There was consensus across research populations that effective communication was 
managed face-to-face rather than via computer based or written methods, these being a 
repository of information, which was not always taken on board without a face-to-face 
intervention.  Face-to-face communication required social interaction in order to ensure 
knowledge was transferred (Senge 1990, Lave and Wenger 1991, Nonaka 1991, Wenger 
1998, Garvey and Williamson 2002, Wenger et al 2002, Kakabadse et al 2003, Peroune 
2007).  Methods such as team and CEO briefing would appear to meet the criterion of 
being face-to-face, however, FG.1 (Ops Man) participants felt communication was a two-
way process with those briefed needing to be fully engaged; this they felt was not always 
the case during briefing meetings.  It was found that research participants felt that formal 
systems designed to support knowledge transfer did not necessarily lead to an increase in 
knowledge or knowledge transfer (Call 2005), with centralising and controlling 
communication leading to less knowledge transfer not more (McLaughlin et al 2008).   
 
Even assuming formal processes did meet the criterion of engagement with staff 
(Pemberton and Stonehouse 20009, Kakabadse et al 2003, Call 2005), participants (MI.1, 
MI.2, FG.1 (Ops Man)) did not feel that purely formal communication was sufficient to 
ensure day-to-day effectiveness, no matter what size of organisation.  However, within 
larger organisations (MI.1) greater reliance appeared to be put on formal communication 
methods, with informal processes developing alongside them, reflecting Call’s (2005) 
description of emergent knowledge transfer systems in the Ritz-Carlton Hotel Company, 
Atlanta.  In such instances individual knowledge needed to include knowing who to go to 
for information or to get a particular job done, circumventing formal structures.   
 
Interviews and focus groups found evidence that MSc HRM acquired-knowledge transfer 
was felt to be individually driven (Peroune 2007) and its motivation intrinsic.  However, 
with HR departments being more tightly coupled, as in SI.2’s organisation, there was 
evidence of effective knowledge transfer.  Formal systems (Pemberton and Stonehouse 
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2000, Call 2005) could either facilitate knowledge transfer or act as a barrier depending 
on individual and organisational factors such as culture (Neilsen 2009) and politics/power 
(Wenger et al 1998, Garavan et al 2007).  In terms of HR functions, lines of 
communication were often formal and loosely coupled (Weick 1982), with that function 
being seen as a separate entity (FG.2 HR), preventing the necessary social interaction 
(Nonaka 1991, Bennett 2001, Garvey and Williamson 2002, Kakabadse et al 2003, 
Peroune 2007) taking place cross-organisationally.   
 
Evidence from this study reinforces Peroune’s (2007) view that knowledge transfer is 
individually driven.  Another blockage to informal cross-organisational communication 
was, FG.2 (HR) felt, line managers’ tendency to blame the HR function for unpopular 
decisions such as not granting requests from staff due to unspecified HR policies.  These 
experiences were not isolated; all FG.2 (HR) participants gave examples where they had 
experienced instances where line managers blamed HR teams for unpopular decisions.  
FG.1 (Ops Man) did not give any indication that they used their HR teams as a scapegoat 
when dealing with their staff.  They admitted their communication with HR colleagues 
tended to be around compliance issues in an information-peer relationship (Peroune 
2007) but felt they dealt with HR issues in an appropriate manner.  Once again FG.1 (Ops 
Man)’s MBA acquired-knowledge may have put them into a unique position.  The reality 
of FG.2 (HR)’s perception of stories and where they originated was less of an issue than 
the stories themselves.  If HR professionals believe these stories were circulating their 
behaviour would be influenced by them (Thorp 2013). 
 
5.2.3.2 Use of CITS to facilitate transfer of knowledge 
The focus of effective communication being done face-to-face appeared to indicate that 
social environments such as teams or workplace communities (Illeris 2011) would be 
vehicles for knowledge transfer.  However, interactions via CITS in knowledge transfer 
emerged as a separate theme.  Some formal methods of communication were specifically 
CITS related such as share point; information was placed on a system for all to access.  
The value of CITS was that it allowed for speedy transfer of knowledge, with accurate 
and up-to-date information being readily accessible.  Where organisations moved to CITS 
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as a primary means of communication then an informal system appeared to grow to 
compensate.  A downside to the use of CITS, as raised by FG.1 (Ops Man), was failure to 
ensure information was updated on a regular basis.  Unless information held on CITS 
systems could be trusted staff found ways around it (Call 2005, Greiner et al 2007, 
McLaughlin et al 2008), by-passing it with informal processes to compensate.  The role 
of CITS was to support communication rather than replace other methods.  CITS was 
found to be a two-edged sword; on the plus side it allowed for accurate and up-to-date 
information to be readily accessible to all, however, once that information was seen by 
staff not to meet their needs, it was not accessed or used.   
 
There appeared to be two main factors which affected the use of CITS, firstly, loading 
information onto a system, which, FG.1 (Ops Man) felt, individuals saw as their part of 
the job being done.  Accessing and using information was someone else’s responsibility: 
knowledge transfer stopped at point of input.  Secondly, accessing information on a 
system required a level of individual knowledge, which included explicit and tacit 
knowledge, the former delivered via training sessions, the latter requiring individual 
development, which depended upon motivation to access systems to seek out knowledge 
(Call 2005).  FG.2 (HR) described a move towards transactional HR being undertaken via 
shared-service facilities which by their nature involved the use of sophisticated CITS 
packages, with the transactional aspect of HR being undertaken by staff and line 
managers updating HR systems, and reports being generated without HR’s involvement.  
By-passing HR meant that their ability to build networks cross-organisationally was 
reduced and HR’s ability to develop trust (Holste and Field 2010) and build peer 
relationships (Peroune 2007) was affected.  It was acknowledged by FG.2 (HR) that 
CITS was a powerful tool but they felt it reinforced a silo-mentality in HR.  This could be 
a result of CITS focussing on common aims linking into tight coupling (Weick 1982) 
with HR’s loose coupling finding data held on CITS being less relevant.  Another aspect 
raised was the ability of systems to provide what managers required; FG.2 (HR) 
expressed concern that CITS sometimes worked well in theory and less so in practice 
(Call 2005).  
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5.2.3.3 Physical environment 
The term silo-working was first used within this research by MI.1, who used it to 
describe a virtual silo where people with expert knowledge reverted to a homogenous 
community and closed down the boundary across which information crossed into a wider 
organisational context.   The rationale behind this, according to MI.1, was fear of 
organisational strategies which, it was perceived, were designed to share their MSc HRM 
acquired-knowledge, which might result in those workers inside the silo finding their 
power was reduced and, perhaps, end in job losses.  However, although the term silo was 
not explicitly used, this theme resonated within other interviews and both focus groups, 
the exception being SI.2, and was used to describe how HR was sometimes isolated 
within an organisation from a business-operational perspective.  FG.2 (HR) felt they were 
placed in a silo by their organisation whereas FG.1 (Ops Man) felt that HR built its own 
silo.  Clearly the issue of a silo was one that was relevant and could be linked to 
organisational structure and culture.  The first consideration was whether physical 
environments played a part in inhibiting knowledge transfer, building communication 
networks and, perhaps, lead to a silo-mentality.  Silo, per se, does not, in this instance, 
indicate a physical boundary, however, physical environment might play a part in 
establishing a silo-mentality.  Organisational design reinforces structures laid down by 
management to ensure effective delivery of strategy (Haberberg and Rieple 2001, 
Johnson et al 2005, Thompson with Martin 2005).  Design issues influence working 
practice (Wenger 1998) and levels of coupling (Weick 1982).  In turn this influenced 
functional interdependence (Lang 2004) and reciprocity (Peroune 2007).  Therefore, 
physical environment was felt to influence MSc HRM acquired-knowledge transfer.  
According to FG.2 (HR), HR were housed in one of three ways, firstly, in an open-plan 
environment where all staff had access to HR via an open-door policy.  An open-plan 
environment led to more interaction, while placing HR staff under greater pressure to 
complete their own tasks effectively as they were in full view of others.  The result being, 
FG.2 (HR) felt, was HR did not feel they were fully in control of their working day due to 
on-going cross-organisational demands.  This, it appeared, led to HR staff resisting an 
open-door policy, confirming FG.1 (Ops Man)’s view that HR built their own silo.  
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However, resistance to open access as expressed by FG.2 (HR), was due to demands on 
time rather than a lack of willingness to transfer knowledge, reflecting the finding 
outlined earlier that lack of time was a major barrier to knowledge transfer activities.  The 
second method of physical environment was HR being housed in a shared-service centre, 
where all staff had access via CITS or telephone systems.  FG.2 (HR) felt that shared-
services worked well for knowledge transfer at transactional level but failed to deliver at 
transformation levels: reinforcing a focus on compliance issues.  The third manner was 
where HR teams were housed in a separate section with locked doors and security codes, 
sometimes in a separate geographical location.  Despite differences in physical locations 
described, no participant in this research indicated that it was an issue which prevented 
knowledge transfer activities.  However, physical or geographical separation clearly 
meant that there was no informal knowledge transfer outside HR without deliberate 
intent, reinforcing the homogeneous nature of HR workplace communities.  If, as FG.2 
(HR) felt, HR were seen as an organisational police force, motivation to cross physical 
barriers, without a specific purpose, would be low, further isolating HR departments.  
Physical environments that allowed for social contact (Pemberton and Stonehouse 2000) 
facilitated the building of collegial and special peer relationships (Peroune 2007) and the 
formation of heterogeneous workplace communities.  However, none of the above was 
found to prevent knowledge transfer, providing individual motivation to engage in 
transfer activities was in place.  For this to happen, both sides of the transfer relationship 
– transferor and transferee - needed to see its value. 
 
5.2.4 Knowledge Management 
Knowledge management processes (Kakabadse et al 2003) facilitated organisational 
knowledge being held by the right people at the right time and transferred to improve 
performance.  Although knowledge transfer is not a linear process (Tosey 2008) it was 
found, within this research, to fall into four areas.  Firstly, the process of transferring 
MSc HRM acquired-knowledge within organisations, secondly, learning and 
development interventions, thirdly, evaluation of MSc HRM acquired-knowledge within 
organisational contexts and fourthly, the extent and perceived value of MSc HRM 
acquired-knowledge transfer across organisations. 
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5.2.4.1 Process of transferring MSc HRM acquired-knowledge within organisations 
This study found that the majority of MSc HRM acquired-knowledge was transferred into 
work environments as part of routine day-to-day workplace activity, with knowledge 
transferred via individual communication (Nonaka 1991). The level of knowledge 
transfer was stated as being at operational level, allowing for learning to move into team 
environments (Bennett 2001).  Organisations had processes in place, such as team 
meetings and updating CITS systems, which ensured new knowledge was transferred 
(Kakabadse et al 2003).  Performance management systems ensured there was a fit 
(Weldy 2009) between MSc HRM acquired-knowledge and organisational strategy, while 
L&D plans captured mandatory requirements.  This study found that outside of routine 
practices MSc HRM acquired-knowledge was not specifically requested to help drive 
organisational strategy forward or that knowledge transfer meant improved performance 
(Kalling 2003).  However, that did not mean that was not used in that way, just it was not 
an intended result of sending staff onto MSc HRM programmes.  Both managers, all 
students and FG.1 (HR), all of whom were HR professionals, felt their increased level of 
knowledge enhanced organisational effectiveness (Bennett 2001). 
 
Organisational processes around knowledge transfer (Senge 1990, 2006) activities were 
influenced by both internal and external environmental factors.  Internal factors, such as 
KPI and time, either facilitated or hindered MSc HRM acquired-knowledge transfer.  KPI 
linked into short term objectives were not able to reflect longer term knowledge transfer 
targets.  Time pressures which resulted from the need to maximise productivity also 
failed to ensure sufficient time for knowledge transfer.  External factors, such as the 
economic environment, had an impact on staff numbers and available funding for 
external qualifications.  A strategy that required staff time to be made available for 
knowledge transfer, therefore, was not always viable.  This approach was contrary to 
theory reviewed within this study, which indicates that knowledge transfer occurs within 
team environments (Nonaka 1991, Lave and Wenger 1991, Wenger 1998, Bennett 2001, 
Kakabadse et al 2003, Illeris 2011) 
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5.2.4.2 Learning and Development (L&D) interventions.  
L&D was seen as an integral part of organisational strategic direction, ensuring 
knowledge transfer was aligned with performance and standards.  However, the changing 
nature of business environments meant that alignment was not always consistent and 
there might be a drifting apart between these two elements.  Senge (1990), Hall (2001), 
Johnson et al (2005) and Choo and Alvarengo Neto (2010) all agreed that a shared 
organisational direction was a vital element of knowledge transfer.  Drifting away from a 
shared strategy meant that knowledge transfer processes were not effective.  This study 
found that mandatory L&D interventions, such as Health and Safety, were delivered in 
line with prescribed government directives and clear records kept: a compliance task.  
This indicated that organisations were controlling (Easterby-Smith 1994) what L&D 
interventions were allowed in order to ensure mandatory KPI were met, rather than 
focusing on L&D interventions which allowed improving or reinforcing knowledge 
transfer activities.   Drift appeared to occur around emerging development needs or 
transferring newly acquired knowledge that had not been included within L&D plans.  
MI.1 and MI.2 spoke with passion about L&D plans, how they supported organisational 
growth and how there were processes in place, via performance management systems, to 
ensure individual development was addressed, a position which reflected the views of 
Senge (1990), Pemberton and Stonehouse (2000), Hall (2001), Griener et al (2007), 
Rhodes et al (2008), and Choo and Alvarengo Neto (2010).  However, FG.1 (Ops Man) 
had reservations about how effective performance management processes were in terms 
of knowledge transfer.  These reservations appeared to coalesce around what 
performance management meant within different organisational contexts; L&D was 
clearly linked to training and focused on operational issues.  Where FG.1 (Ops Man) felt 
organisations appeared to be failing was in education, which they felt meant developing a 
thirst for acquisition of new knowledge and space to apply that knowledge within 
organisational contexts, reflecting the views of Nonaka (1991), Bennett (2001) and 
Kakabadse et al (2003), .  Knowledge transfer was uni-directional (Rhodes et al 2008) 
with clear organisational aims; multi-directional knowledge transfer, which would result 
in Nonaka’s (1991) knowledge sharing spiral, did not happen.  However, FG.1 (Ops 
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Man) also described work situations where continuous improvement was valued, 
measurement being ROI (CIPD 2007) over a period of time.  Examples given involved 
the formation of cross-functional teams with long term objectives.  These teams 
developed a synergy allowing group members to learn from one another.  Knowledge 
was taken from across the whole organisation via group members; expertise within each 
team was built and expanded on to maximise potential learning.  These appeared to 
mirror Nonaka’s (1991) knowledge creating spiral and Wenger’s (1998) communities of 
practice.  Formed for specific projects they would disperse and reform into new project 
teams, enabling knowledge transfer to perpetuate (Wenger 1998).  
 
5.2.4.3 Evaluation of MSc HRM acquired-knowledge within organisational contexts.   
A second theme emerged concerning evaluation of MSc HRM acquired-knowledge.  
Evaluation of how and what knowledge was transferred was stated as being covered via 
organisational performance management systems (Easterby-Smith 1994), with target 
setting at both organisational and individual level, and financially-driven methods such as 
cost-benefit analysis or ROI being used.  Five levels of evaluation emerged from this 
study; there were similarities with Kirkpatrick (1959) and Easterby-Smith (1994), 
however, an additional aspect indicated that there was a level of disengagement between 
organisations and MSc HRM students.  The first stage that emerged was apathy where 
managers did not appear to be aware that staff were undertaking an MSc HRM 
programmes (S1.4, FG.2 (HR)) and showed no interest in what was being learnt, or 
whether knowledge could be transferred.  Apathy had not been cited by Kirkpatrick 
(1959) or Easterby-Smith (1994) as an outcome at any stage of a learning activity.  The 
second stage was reaction, where managers did ask about progress (SI.1, FG.2 (HR)) but 
did not engage further with acquired knowledge or work application.  This stage could be 
linked to Kirkpatrick’s (1959) reaction stage where a learning activity is evaluated by 
using an evaluation form or happy sheet and to Easterby-Smith’s (1994) proving stage as 
a measurement of the learning functions’ efficiency.  However, this study appeared to 
show that, in some instances, there was no further action taken at this reaction stage over 
and above a conversation.  The third stage was learning, where measurement of acquired 
knowledge was applied as part of performance management or quality of advice offered 
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within role (MI.1, MI.2), clearly linked to learning (Kirkpatrick 1959), improving 
(Easterby-Smith 1994) and benchmark measurements.  The fourth stage was knowledge 
transfer, which measured individual changes in behaviour as a result of knowledge 
acquisition (Kirkpatrick 1959, Easterby-Smith 1994); this was evidenced by individuals 
increased self-confidence and their ability to work at higher levels (MI.1, MI.2, SI.2).  
The fifth and final stage, was the affect on business of MSc HRM acquired-knowledge, 
Kirkpatrick’s (1959) results, Easterby-Smith’s (1994) reinforcing ROI.  This final stage 
of evaluation linked directly into use of MSc HRM acquired-knowledge to drive 
organisational strategy (Senge 1990, 2006).  However, apathy was a new insight into how 
organisations valued MSc HRM acquired-knowledge, although evidence from FG.1 (Ops 
Man) would indicate MBA acquired knowledge was viewed in a similar way.  As a 
barrier to knowledge transfer was its perceived organisational value (McLaughlin et al’s 
2008) then apathy, as outlined by this study, indicated that knowledge transfer from MSc 
HRM programmes into heterogeneous, cross organisational communities, was unlikely to 
happen. 
 
Generally, levels of evaluation within organisations discussed as part of this study sat at 
reaction and learning levels although there was also evidence of apathy (SI.4, FG.2 (HR)) 
and transfer (SI.2).  Evaluation of knowledge transfer appeared to take place within HR 
teams rather than cross-organisationally which meant that knowledge did not cross 
boundaries (Zboralski 2009).  ROI, which transferred knowledge cross-organisationally, 
did not appear to be a level reached in relation to MSc HRM programmes, although SI.2 
described his organisation as one that was starting on this journey.  MSc HRM 
programmes provided a unique opportunity for organisations to gain ROI in terms of 
their investment in fees paid to universities, in the form of a dissertation which had to be 
undertaken within sponsor organisations and required students to investigate a strategic 
work-related HR issue using academic, primary and secondary research.  FG.2 (HR) 
indicated that some of them undertook this piece of work without managers being aware 
of the opportunity presented by University Centres in terms of ROI, further evidence of 
apathy in terms of evaluating knowledge transfer back in the work-place. 
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Moving away from MSc HRM programmes and looking across organisations this study 
found there was evidence of knowledge transfer interventions such as focus groups, best 
practice sharing sessions, 360 degree feedback and personal development objectives.  
Once again, evaluation of these initiatives appeared to be at reaction and learning levels, 
only the use of critical incident reviews (FG.1 (Ops Man)) appeared at transfer level 
(Kakabadse et al 2003).  Routine expectation that appropriate knowledge would be 
transferred as part of role requirements extended to evaluation of MSc HRM acquired-
knowledge transfer; organisational processes were in place that enabled knowledge 
transfer to take place and these were adhered to.  It appeared that organisational processes 
were linked to monitoring expected levels of knowledge transfer and not geared to 
enhanced levels, falling short of Pemberton and Stonehouse’s (2000) organisational 
design requirements which required frequent contact and good communication.  
 
5.2.4.4 Extent, and perceived impact, of MSc HRM acquired-knowledge transfer across 
organisations 
In order for knowledge transfer to take place the knowledge must be valued by all parties 
involved in its transfer (McLaughlin et al’s 2008).  Knowledge acquired from MSc HRM 
programmes was valued by those working within HR functions and organisational 
managers.  Knowledge transfer from MSc HRM programmes was seen to be a routine 
expectation (Nonaka 1991) via either information or collegial peer relationships (Peroune 
2007): those with knowledge transferred it to colleagues as required (Bennett 2001).  
Apart from routine knowledge transfer, specific knowledge transfer took place via L&D, 
either specially designed or informally on a one-to-one basis.  Such instances of 
knowledge transfer were designed to improve performance at individual, team or 
organisational level and could be instigated by the HR function wishing to transfer 
knowledge or operational managers requesting it.  Taken at face value this was akin to 
heterogeneous workplace communities (Wenger 1998, Klarl 2013), where individuals 
learnt and grew within social environments.  Knowledge transfer took place within a 
community (Kakabadse et al 2003), albeit a small one, perhaps consisting of just two 
individuals.  Nonetheless, they formed a community and shared practice (Wenger 1998), 
a single unit with common goals and processes of knowledge transfer that required social 
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exchange of ideas within a work environment, forming workplace communities.  
Knowledge gained from MSc HRM programmes was identified as falling into 
operational and theoretical knowledge; operational knowledge was predominant when 
dealing with transfer into work environments.  The ability to apply knowledge within 
work environments was what made it of value (Bennett 2001, Illeris 2011).   
 
This was evidenced by SI.3 who felt he was able to transfer MSc HRM acquired-
knowledge into his workplace by removing HR elements and using business-operational 
language to explain application to practice.  This dialogue facilitated a questioning 
approach to be taken by his colleagues; his answers enabled them to make sense of the 
new knowledge, creating an inner logic (Basten 2011).  However, he also had a business-
operational background which he had brought into HR; he could see both sides of 
relevant business needs, the need to ensure good HR practice whilst ensuring KPI were 
met. He was seen as an insider (Lave and Wenger 1991) of a heterogeneous workplace 
community (Lave and Wenger 1991, Klarl 2013).  As an insider he brought business-
operational credibility, which individuals who were HR specialist, without a wider-
business background, appeared to lack.  He accessed networks in a non-linear manner 
(Tosey 2008) to transfer knowledge.  His combination of business-operational 
experience, MSc HRM acquired-knowledge and his ability to apply knowledge cross-
organisationally appeared to lead to more effective knowledge transfer.  SI.3 had learnt to 
deal with multiple group relationships (James 2007) by presenting a differing persona 
within each.  This allowed for MSc HRM acquired-knowledge to be transferred once its 
value was articulated in a business-operational environment.  SI.1 also held a non-HR 
role cross-organisationally; her experience differed from SI.3 when transferring MSc 
HRM acquired-knowledge within her organisation.  She described how she had gained 
knowledge of academic theories and learnt how to question and challenge these theories.  
This meant she was able to interpret data presented to her in a more logical manner; she 
was then able to present her own case in a ‘more eloquent’ manner.  However, she did 
not describe instances where MSc HRM acquired-knowledge was consistently transferred 
across organisational boundaries.  Her description of her role within her organisation 
mirrored that of an outsider (Lave and Wenger 1991).  She was the sole HR professional 
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within her organisation and linked back into CIPD branch and University alumni for 
support; here HR’s domain of knowledge meant she was an insider (Lave and Wenger 
1991).  It appeared that failure to translate MSc HRM acquired-knowledge into a 
business-operational format was a key barrier to her being able to transfer knowledge 
cross-organisationally.  However, evidence was found that MSc HRM acquired-
knowledge transfer did take place within HR teams and across HR knowledge domains.  
SI.4 held the most junior position of all interviewees, her role was administrative; she 
acknowledged her increased knowledge due to her MSc HRM studies but did not feel she 
could transfer this across organisational boundaries.  She was able to outline how she had 
grown in confidence and was able to transfer knowledge within her HR function.  She 
spoke about understanding how HR worked and ‘how to behave in an HR environment’; 
she had learnt to be an insider (Lave and Wenger 1991).  All student interviewees had 
increased their ability to be considered as insiders within the HR domain of knowledge 
(Young et al 2011), as they all had a greater level of knowledge and understanding 
around HR concepts and practices.  Their behaviour had evolved (Peet 2011) to meet new 
requirements as a result of their studies.  Consensus diverged when discussing what 
happened when knowledge was taken back into organisational environments.  A higher 
level of business-operational knowledge appeared to indicate that MSc HRM acquired-
knowledge was transferred cross-organisationally more effectively.  A lack of business-
operational knowledge led to a focus on HR issues, knowledge being transferred within 
that domain of knowledge rather than crossing boundaries.  An inability to ask and 
answer the right questions (Basten 2011) from an organisational perspective prevented 
sense to be made of new knowledge and its application in practice. 
 
It could have been that business-operational knowledge was not a key issue, rather 
individual confidence at transferring knowledge.  However, both managers interviewed 
indicated that staff who had attended MSc HRM programmes arrived back with increased 
confidence, ‘I see an increase in confidence as staff progress through the qualification’ 
(MI.2).  This led to improved performance ‘a clear improvement in performance … as 
they progress through the programme’ (MI.1) with a ‘direct correlation between 
qualification and performance’ (MI.2).  An increase in self-confidence was not 
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knowledge transfer, however, when considered with Kakabadse et al’s (2003) assertion 
that knowledge transfer was an innate human characteristic and that motivation to 
transfer knowledge relied, in part, on confidence, then within organisations a link 
between knowledge transfer and to individual self-confidence could be made.  Greater 
confidence in one’s own knowledge and ability to articulate that knowledge allowed for 
greater confidence that knowledge would not be mis-used (Kakabadse et al 2003).  This 
increase in both knowledge and self-confidence was reinforced by both focus groups; 
acquisition of MSc HRM knowledge was seen as a direct link in growth in both self-
confidence and job performance.  Transferring knowledge within an HR function was 
enhanced by MSc HRM programmes although cross-organisational transfer required 
business-operational knowledge too.  MSc HRM students had absorbed knowledge 
(Weldy 2009); it was held by the right people (Kakabadse et al 2003) and could be 
transferred to others (Bennett 2001).  MSc HRM acquired-knowledge made sense 
(Basten 2011) within organisational contexts; MSc HRM students were confident in their 
knowledge which enabled them to build information and collegial peer relationships 
(Peroune 2007).  However, without business-operational knowledge there was a level of 
mistrust between functions (Wenger et al 2002) which, it was found, could negatively 
influence knowledge transfer. 
 
5.2.5 Organisational Power and Knowledge Transfer 
Across all organisations involved with this study evidence was that power was held 
within hierarchical structures (Harberberg and Rieple 2001, Johnson et al 2005, 
Thompson with Martin 2005) with managers responsible for production elements (Illeris 
2011).  There was evidence found within one organisation (SI.2) that organisational 
power had been used to directly influence knowledge transfer activities, with a strategic 
decision being made to ensure the whole organisation engaged in knowledge transfer 
activities (Senge 1990, 2006).  However, the knock on effect of this decision was that 
hierarchical power was used to sanction those who failed to comply; SI.2 spoke of those 
who were not willing to participate in the new structure being moved into different 
departments where their individual power would be diminished.  SI.2 implied that if such 
moves did not ensure participation then his organisation might no longer retain the 
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services of those non-participants.  Although there was only one explicit instance of 
power (Soon-Ki et al 2013) being used to influence knowledge transfer there was 
evidence that power influenced knowledge transfer activities in an implicit manner.  SI.1 
outlined how managers would withdraw from MSc HRM acquired-knowledge transfer 
activities if they perceived more senior colleagues might disapprove, their willingness to 
engage to improve their job performance being outweighed by their need to retain favour 
within the higher echelons of organisational hierarchy (Thompson with Martin 2005).   
 
Generally there appeared to be awareness that MSc HRM acquired-knowledge could be 
used to exert power, either by transfer or hoarding, however, there was no evidence that it 
was explicitly used in this way.  Knowledge transfer or hoarding was linked into 
organisational factors or individual motivation.  There might, however, be a knock on 
effect from these other factors, which could appear to manifest itself as use of power. 
  
5.3 Individual Incentives and Motivation to Learn and Transfer Knowledge 
 
This study found organisational expectations to transfer MSc HRM acquired-knowledge 
was a routine part of job roles; individual motivation to transfer knowledge was linked to 
effective job performance and performance management.  However, two questionnaire 
responses indicated that a prime motivator was raising their individual profiles, whilst 
interviewees discussed career progression and self development.  There was an additional 
layer emerging; organisations appeared to expect that knowledge was transferred as and 
when required to ensure organisational performance via information-peer relationships 
(Peroune 2007), with some individuals motivated to transfer knowledge within their own 
sphere for the purpose of adding to a total pool of knowledge via collegial-peer 
relationships (Peroune 2007).  Generally, motivation for this was altruistic, with a small 
minority realising that individual knowledge could be used to raise their own 
organisational profile. 
 
Motivation was addressed, within questionnaires issued to research participants, after 
they had been asked with whom they transferred knowledge.  Although the majority of 
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transfer took place within HR functions, indicating a homogeneous/symmetrical approach 
to knowledge transfer (Lave and Wenger 1991, Klarl 2013), knowledge did cross 
organisational boundaries in a heterogeneous/ asymmetrical manner (Lave and Wenger 
1991, Klarl 2013).  When discussing motivation for knowledge transfer there appeared to 
be a change; there was still a routine aspect reflected but this was joined by a growing 
number who wished to build knowledge.  Here personal relationships with team members 
influenced motivational aspects; this indicated a move to collegial- or special-peer 
relationships (Peroune 2007).  The outcome of MSc HRM acquired-knowledge transfer 
was seen as an increased understanding and improved performance, an outcome expected 
by Lave and Wenger (1991), Wenger (1998), Bennett (2001), Wenger et al (2002), 
Kakabadse et al (2003), Greiner et al (2007) and Zboralski (2009), Illeris (2011) when 
individuals work together in workplace communities.   
 
When analysing this from managers’ perspectives motivation to transfer MSc HRM 
acquired-knowledge was linked to job roles (Senge 1990, Pemberton and Stonehouse 
2000, Hall 2001, Griener et al 2007, Rhodes et al 2008, and Choo and Alvarengo Neto 
2010), being ‘job specific and linked to mandatory requirements’ (MI.1) and ‘linked to 
the corporate strategy’ (MI.2).  When managers (MI.1, MI.2 FG.1 (Ops Man)) were 
asked about individual motivation to transfer knowledge they spoke of methods of 
knowledge transfer (Pemberton and Stonehouse 2000, Call 2005) rather than intrinsic 
issues, ‘the future strategy is to build bespoke development programmes’ (MI.1) and 
‘sharing knowledge can be a personal development objective’ (MI.2).  However, once 
data from student interviews were added, the picture became less clear.  Each of the four 
students had a different point of view about their methods of, and motivation for, 
transferring MSc HRM acquired-knowledge.  
 
SI.1’s point of view was quite insular; she used MSc HRM acquired-knowledge to 
improve her own performance.  She did not feel this knowledge was valued at higher 
management levels within her organisation.  McLaughlin et al (2008) stated that in order 
for knowledge transfer to take place the knowledge must be seen to be of value; SI.1’s 
view that her MSc HRM acquired-knowledge was not valued prevented its transfer.  
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However, on one hand, her motivation could also be influenced by her level of tolerance 
to ambiguity (Iyer and Ravindron 2009).  She outlined her work situation as one where 
she sought solutions to HR-related issues; this increased her motivation to transfer 
knowledge.  On the other hand she also described a lack of trust amongst management 
colleagues; this would act as a barrier to motivation to transfer knowledge (Epstein 2002, 
Holste and Fields 2010).  A further factor that influenced motivation to transfer 
knowledge was links between HRM and strategy.  Although SI.1 acknowledged there 
were links between MSc HRM acquired-knowledge and corporate strategy she did not 
feel this applied to her HR department, with strategy being linked to business-operational 
and financial management.  Links between knowledge transfer activities and 
organisational strategic direction were missing (Pemberton and Stonehouse 2000, Rhodes 
et al 2008).  However, when discussing her motivation for transferring knowledge she 
felt she had ‘a duty to share … knowledge’, via information-peer relationships (Peroune 
2007), valance (Vroom 1964) being found within knowledge transfer itself.  She went on 
to outline a scenario where she was ‘working in partnership’ with a facilities manager to 
transfer knowledge across organisational boundaries: an emergent workplace community 
(Wenger 1998).  This reflects the view that trust (Holste and Fields 2010) and friendship 
(Epstein 2002) affected knowledge transfer activities.  SI.1’s motivation appeared to be 
altruistic as there seemed to be no extrinsic reward associated with her transferring 
knowledge; in this instance she outlined a collegial-peer relationship (Peroune 2007).   
 
SI.2, however, came to this from the opposite end of the spectrum.  He described a 
situation which resonated with Wenger et al‘s (2002) and Illeris’s (2011) view of 
workplace communities; his knowledge was valued (McLaughlin et al 2008) with 
‘everything link[ing] back to HR across the whole organisation’.  He was actively 
encouraged to transfer his knowledge cross-organisationally and ‘pool knowledge’, in 
what appeared to be heterogeneous or asymmetrical workplace communities (Lave and 
Wenger 1991, Klarl 2013).  SI.2 felt he was able to influence corporate strategy (Senge 
1990, Pemberton and Stonehouse 2000, Hall 2001, Griener et al 2007, Rhodes et al 2008, 
and Choo and Alvarengo Neto 2010) using his MSc HRM acquired-knowledge.  SI.2 was 
perceived by the interviewer to be excited as he outlined his organisation’s approach to 
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knowledge transfer.  The routine aspects did cover the expectation to ‘pool knowledge 
using team meetings and training programmes’, using collegial-peer relationships 
(Peroune 2007).  He went on to outline his Managing Director’s approach to knowledge 
transfer as ‘a community of practice and learning’, reflecting Senge’s (1990) concept of a 
learning organisation, using workplace communities as a vehicle to achieve this strategy.  
In this instance methods for knowledge transfer appeared to increase SI.2’s intrinsic 
motivation; SI.2 could see a clear link between his behaviour and his rewards (Vroom 
1964) both intrinsic and extrinsic. 
 
Although all students interviewed appeared engaged with knowledge transfer processes 
SI.2’s demeanour was perceived, by the interviewer, to be by far the most enthusiastic.  
He spoke of feeling valued by his organisation, with his MSc HRM acquired-knowledge 
being valued and actively sought.  During his interview he used academic terminology to 
describe HR and management situations; this appeared to be his usual way of presenting 
issues, barriers concerning a mistrust of the source of new knowledge were not evidenced 
within SI.2’s organisation.  His organisation had restructured into heterogeneous/ 
asymmetrical (Lave and Wenger 1991, Klarl 2013) cross-organisational teams which he 
described as communities of learning; his role was to manage a cross-organisation team 
focusing on how HR practice could be used to inform the strategic direction of his 
organisation: tight coupling (Weick 1982).  His enthusiasm was contagious; MSc HRM 
acquired-knowledge appeared, to him, to be a driver for organisational success. 
 
SI.3’s motivation did not appear to be as insular as SI.1; he appeared to be linked into all 
aspects of his organisation and transferred his knowledge freely via collegial-peer 
relationships (Peroune 2007).  He did indicate that theoretical aspects of his MSc HRM 
acquired-knowledge were not valued (McLaughlin et al 2008) or fully utilised; ‘the 
expectation is that I deal with compliance issues’.  SI.3 appeared to have a wider 
organisational remit than SI.1 but not as wide as SI.2; his ability to transfer knowledge 
still appeared to be at compliance level.  SI.3’s motivation to transfer knowledge 
appeared to be more complex; he had originally been an Operations Manager and had 
moved to HR as part of a restructure.  He felt this was evidence that HR was not valued 
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within his organisation as a profession as it was felt that any manager could ensure 
compliance with legislation.  His motivation appeared to be to convince his colleagues of 
his level of professionalism as embodied within the HR role, as well as to transfer MSc 
HRM acquired-knowledge that would benefit his organisation.  He felt, however, that it 
was his historical business-operational background that gave him status and credibility 
rather than his HR role.  His status as a trusted colleague and links into friendships 
outside of his HR role (Epstein 2002, Holste and Field 2010) facilitated his ability to 
transfer MSc HRM acquired-knowledge intra-organisationally.  SI.3 outlined links into 
various knowledge transfer activities.  On the surface his HR role was at 
homogeneous/symmetrical (Lave and Wenger 1991, Klarl 2013) level, with knowledge 
transfer activities being confined to information-peer relationships (Peroune 2007).  
However, his previous operational role allowed him access as an insider (Wenger 1998) 
across functional boundaries, via previously established collegial-peer relationships, and 
in some instances special-peer relationships (Peroune 2007).  This appeared to be a 
manifestation of loose coupling (Weick 1982) between his HR department and other 
organisational functions.  With few common KPI there was less interdependence, 
whereas in SI.2’s organisation, coupling between the HR department and other 
organisational functions was tighter, the value of MSc HRM acquired knowledge was 
greater and knowledge transfer activities were embedded within organisational processes 
(Lang 2004). 
 
SI.4 described a role that was transactional and she did not feel that she could influence 
processes within her organisation; it appeared that she believed her MSc HRM acquired-
knowledge was not valued (McLaughlin et al 2008).  However, she cited an example 
where she felt an improvement could be made in a process.  This was accepted as valid 
and the process changed but she failed to appreciate her role as co-creator of new 
knowledge (Longworth 2006).  Her suggestion and change were at compliance, or 
transactional, level rather than strategic, however, so was her role.  Despite this SI.4 said 
she did not feel ‘really emotionally engaged with her organisation’; this she put down to 
her junior role and temporary contract status.  This lack of engagement prevented her 
from building shared practices (Wenger et al 2002) or seeing valance (Vroom 1964) in 
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knowledge transfer processes; she had become indifferent to links to reward.  Whatever 
the cause, there was a lack of engagement with her organisation which led to a lack of 
motivation to transfer knowledge within it, thus preventing her building the necessary 
social networks (Senge 1990, Nonaka 1991, Hall 2001, Choo and Alverengo Netto 2010) 
to transfer knowledge. 
 
Focus group discussions reflected the full spectrum outlined within student interviews.  
Both focus groups felt they were able to influence their own sphere of responsibility with 
FG.2 (HR) feeling their knowledge was valued in terms of legal and compliance issues 
but less valued at strategic level (McLaughlin et al 2008).  However, there was a clear 
difference of opinion between the two focus groups as to why HR advice was only valued 
at legal and compliance levels.  FG.1 (Ops Man) felt that HR did not ‘share across the 
organisation’ and that ‘they kept to themselves generally’, not building either collegial- 
or special peer relationships (Peroune 2007) and remaining at homogeneous/symmetrical 
(Lave and Wenger 1991, Klarl 2013) levels with knowledge retained inside their 
community.  Whereas FG.2 (HR) felt that line managers only listened to them on issues 
which were either legal or compliance, for anything else ‘they don’t want the theory 
unless it adds to their credibility’, preventing knowledge transfer across functional 
boundaries (Wenger 1998). 
 
5.3.1 Organisational perception of MSc HRM acquired knowledge 
The value of HR advice, within organisational contexts, was another point raised, as 
opposed to its value to improve performance at an individual level.  SI.3 described an 
organisation which clearly valued new strategic and operational knowledge but appeared 
suspicious of MSc HRM acquired-knowledge as its value to KPI could not be seen: the 
transfer of such knowledge was seen to be a cost rather than a benefit.  SI.3 stated he was 
able to undertake any HR initiative he wished, providing it incurred no additional cost.  
MSc HRM acquired-knowledge which might enhance employee motivation or 
engagement was not seen to add value in terms of ROI.  When trying to transfer 
knowledge SI.3 felt he was not listened to as the HR function was not seen as core to 
financially-motivated business targets.  SI.3 described how he was used as a sounding 
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board for business decisions via one-to-one boundary encounters (Wenger 1998), 
predominately to ensure compliance with current legislation.  In this role MSc HRM 
acquired-knowledge was seen to add value, although knowledge transfer was incomplete.  
In this instance where the HR professional had a business-operational background, there 
appeared to be a greater willingness to listen to strategic level advice, due, SI.3 felt, to the 
use of appropriate language; SI.3 and FG.1 (Ops Man) felt that managers switched off 
when they heard HR-speak and would only listen if HR advice was couched in business-
operational language, allowing for common ground to be found between HR issues and 
operational managers’ concerns.  This ability to build a shared repertoire (Lave and 
Wenger 1991) was something that HR professionals, SI.1, SI.2, SI.4 and FG.2, who had 
not been exposed to a wider organisation remit, found difficult to fully realise, perhaps 
pushing them into a homogeneous/symmetrical workplace community (Lave and Wenger 
1998, Klarl 2013) where their knowledge remained inside, reinforcing a silo-mentality.   
 
As MSc HRM acquired-knowledge transfer was seen as a routine expectation of job roles 
then individuals could see a clear link between their behaviour and their reward, valance 
(Vroom 1964) being embedded within performance management processes.  If those 
processes reward compliance then knowledge transfer will be at compliance level.  
Motivation to transfer knowledge outside of role boundaries required additional 
motivational drivers.  This might explain why motivation to transfer MSc HRM acquired-
knowledge outside of role boundaries was not strongly articulated; the homogeneous/ 
symmetrical (Lave and Wenger 1991, Klarl 2013) nature of HR functions did not 
encourage boundary crossing (Wenger 1998).  There were additional layers of 
motivation; Kakabadse et al’s (2003) view that knowledge transfer was an innate human 
characteristic would appear to lead to a situation where MSc HRM acquired-knowledge 
was transferred as a result of day-to-day contact, via information, collegial or special-peer 
relationships (Peroune 2007).  This innate characteristic was perhaps reflected by 
questionnaire responses indicating they were motivated to transfer MSc HRM acquired-
knowledge and SI.1 feeling it was her duty.  If this was the case, then failure to transfer 
MSc HRM acquired-knowledge might be as a result of barriers to the social interaction 
required (Senge 1990, Nonaka 1991, Hall 2001, Choo and Alverengo Netto 2010).  FG.1 
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(Ops Man) felt that managers were too busy focusing on day-to-day issues to think about 
transferring additional knowledge over and above their KPI (Garaven et al 2007); they 
were only interested in new knowledge if it helped meet KPI, thereby showing its value 
(McLaughlin et al 2008) and further evidencing loose coupling (Weick 1982).  Loose 
coupling (Weick 1982) was a theme that continued when FG.1 (Ops Man) spoke of how 
they accessed HR knowledge; they stated they would only seek guidance from their HR 
teams when required to by their role, confirming Zborolski’s (2009) view that individuals 
participate in workplace communities in order to benefit their own work tasks.  Loose 
coupling (Weick 1982) also manifested itself when, from FG.2 (HR)’s point of view, 
they, as HR professionals, stated they were always willing to transfer MSc HRM 
acquired-knowledge but did not appear to see any value in venturing across 
organisational boundaries to achieve that aim, reinforcing the homogeneous/symmetrical 
(Lave and Wenger 1991, Klarl 2013) nature of HR related workplace communities.  It 
would appear that HR professionals were motivated to transfer knowledge but less 
motivated to do so outside of their functional environment (Zborolski 2009).  The end 
result appeared to be that boundary crossing happened rarely.  That is not to say that it 
did not happen, just that an external driver was needed, the exception being SI.2’s 
organisation, where cross-organisational boundaries had been blurred by moving 
individuals into multi-functional teams, where individual knowledge was valued for its 
ability to drive business forward and also in its own right, allowing for a variety of 
learning opportunities (Beckett and Hagar 2002) where learning could take place (Illeris 
2011). 
 
The inability for MSc HRM acquired-knowledge to be transferred outside HR linked into 
issues around trust: trust in individual colleagues, team leaders and senior managers 
(Holste and Fields 2010), as well as trust in the value of knowledge (McLaughlin et al 
2008).  Motivation to transfer knowledge required a level of peer relationships that was at 
least at collegial level (Peroune 2007); this type of relationship required time and contact 
to develop.  Those working together within a team, such as HR, had sufficient time and 
interaction to build a collegial relationship, perhaps moving to a special peer relationship 
(Peroune 2007).  Outsiders did not have sufficient time or interaction, which meant that 
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their relationships did not move beyond information peer relationship (Peroune 2007), 
affecting willingness to transfer knowledge (Epstein 2002), which reflected views 
expressed by both focus groups.  Information was sought and exchanged but a lack of 
necessary intimacy meant that there was no greater depth within social interactions. 
 
There did not appear to be mistrust of MSc HRM acquired-knowledge (McLaughlin et al 
2008) or of individuals wishing to transfer that knowledge.  In terms of motivation, this 
indicated that hoarding knowledge for reasons to do with power and influence (Wenger et 
al 2002) was not an issue.  Although there was the suggestion that this could happen 
within MI.1’s organisation, this was stated as being in reaction to strategic decisions 
rather than individual motivation.  However, there was a lack of awareness of how to 
access MSc HRM acquired-knowledge in order to facilitate its transfer and a lack of 
understanding of how this knowledge could add value (McLaughlin et al 2008) to 
organisational strategy (Senge 1990, Pemberton and Stonehouse 2000, Hall 2001, 
Griener et al 2007, Rhodes et al 2008, and Choo and Alvarengo Neto 2010).  This study 
did not identify individual motivational barriers to transfer of, or access to, knowledge, 
rather issues to do with organisational processes (Pemberton and Stonehouse 2000, Call 
2005) culture (Neilsen 2009) and politics (Wenger 1998, Garavan et al 2007). 
 
Organisational perception of MSc HRM acquired-knowledge depended upon its value to 
the organisation; its value depended upon how it was used, and in practice this study 
showed there was a continuum of experiences.  At one end of this continuum was SI.2 
where his newly acquired knowledge gave a status wider than his HR function, and led to 
promotion into a cross-organisational role where knowledge transfer took place at 
strategic and operational levels with his organisation learning from knowledge transfer 
activities (Senge 1990) and organisational processes facilitating knowledge transfer 
(Weldy 2009).  Therefore, the perceived value was high.  At the other end was SI.1, 
whose MSc HRM acquired-knowledge was not seen, by senior managers, as of value 
(McLaughlin et al’s 2008) within her organisation, leading to feelings of frustration and 
disillusionment.  MSc HRM acquired-knowledge allowed students to make sense of their 
organisation by creating their own inner logic (Basten 2011).  However, organisational 
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influences, such as coupling between HR and other organisational functions (Weick 
1982), outside of knowledge transfer processes, had influenced differing individual 
experiences.  In order for MSc HRM acquired-knowledge to be valued it needed to be of 
use; MSc HRM acquired-knowledge could be perceived (SI.3) as theoretical rather than 
practical, so needed to be applied within individual business environments, which was 
not found to be happening in a consistent manner.  Both FG.1 (Ops Man) and FG.2 (HR) 
felt there was disconnect between academia and practice.  This manifested itself, they 
felt, in two ways.  Firstly, the rate of change in the business world was rapid and 
academia was perceived to lag behind.  Secondly, the media which was used to 
disseminate academic findings, academic journal articles, was not perceived to be user 
friendly from an HR professional point of view.  As all HR professionals involved within 
this study were, or had been, studying for a Masters level qualification, this was a 
disappointing and surprising finding.  However, this study was not designed to evaluate 
dissemination of academic journals into workplaces so no judgement can be made on this 
point. 
 
5.3.2 Role of Recognition and Reward in motivating knowledge transfer activities 
FG.2 (HR) felt there was recognition of their MSc HRM acquired-knowledge within HR 
functions and external HR forums that they linked into, recognition being the reward for 
knowledge transfer behaviours.  However, across the rest of their organisations the level 
of recognition for MSc HRM acquired-knowledge was patchy.  Strategic level 
organisational wide projects, which FG.2 (HR) felt they were able to be involved in, 
were, they stated, not offered to them.  This, they felt, was the case even if a project was 
specifically within an HR team’s remit; FG.2 (HR) outlined examples where external 
consultants had been brought in to manage such projects, with in-house HR departments 
being sidelined, which they felt reinforced a silo mentality.  This position seemed to jar 
with FG.2 (HR)’s assertion that their knowledge was valued (McLaughlin et al 2008).  
Although all members of FG.2 (HR) felt they would be able to transfer MSc HRM 
acquired-knowledge at strategic levels, the majority could not see this happening in the 
near future.  This resulted in movement of MSc HRM acquired-knowledge from the 
periphery towards the centre of HR homogeneous workplace communities (Engerstrom 
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2007) rather than HR professionals being co-creators of new knowledge (Longworth 
2006) via cross-organisational heterogeneous workplace communities.  As recognition 
appeared to be the reward FG.2 (HR) desired for MSc HRM acquired-knowledge 
transfer, this barrier to its attainment prevented them striving to achieve it (Vroom 1964).  
They became demotivated when working cross-organisationally, preventing the 
collaborative activities (Nielsen 2009) that facilitated knowledge transfer.  This 
demotivation led to retrenchment into HR teams, only transferring knowledge on request 
(Wenger et al 2002), which, according to FG.1 (Ops Man), led to requests being limited 
to compliance issues, a downward spiral of demotivation, leading to a lack of 
engagement across organisational functions.   In organisations reviewed as part of this 
study, where HR’s position was isolated, such lack of recognition was a push factor 
which resulted in HR professionals changing organisations, taking their tacit knowledge 
with them.  This was evidenced within this study by some members of FG.2 (HR), MI.1, 
SI.1 and SI.4 stating they felt frustrated at the lack of recognition and citing this as a 
prime reason for seeking work outside their current organisation.  It was not that HR 
professionals received no recognition, the majority of FG.2 (HR) felt that their MSc 
HRM acquired-knowledge was valued (McLaughlin et al 2008) and recognised by their 
line managers and team colleagues; they described themselves as being intrinsically 
motivated when they transferred knowledge and could see evidence of resultant improved 
performance (Griener et al 2007).  An additional factor was a culture of short-term KPI 
(Johnson et al 2005, Griener et al 2007, Rhodes et al 2008) which often resulted in pay 
systems that were performance related, with monetary rewards linked to business-
operational performance and not to knowledge transfer (Pemberton and Stonehouse 
2000).  FG.2 (HR) indicated that promotion often depended upon their level of 
qualification and level of CIPD membership, so their knowledge was implicitly 
recognised, with direct correlation between qualifications and career progression.  This 
led to motivation to achieve an MSc HRM and Chartered Member/Fellow status, in order 
to progress professionally within the HR function, rather than to acquire or transfer 
knowledge.  SI.2 was the one exception to this, being promoted into a job that had a 
heterogeneous/asymmetrical (Lave and Wenger 1991, Klarl 2013) aspect to his role.   
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Recognition of MSc HRM acquired-knowledge appeared to depend upon what 
organisations wanted from their HR functions.  Generally, business-operational 
knowledge was considered to be of value (McLaughlin et al 2008) and where HR met 
this need it was recognised.  Where HR were seen as a key factor in obtaining business, 
levels of recognition increased, recognition being of HR departments, rather than 
individuals.  The links to advice and guidance around business-operational functions, 
which organisations might not see to be directly a HR issue, depended upon HR 
professionals’ ability to speak business-operational language in order to move knowledge 
across functional boundaries.  
 
5.4 Community Aspects that Influence Learning/Knowledge Transfer 
 
Although organisational and individual issues influenced the effectiveness of knowledge 
transfer it became clear that effective knowledge transfer took place within social 
environments.  Social environments with time and intimacy saw the building of collegial 
and special peer relationships (Peroune 2007), where domains of knowledge grew, one 
which was perceived as of value to organisational growth.   A model which allowed 
sufficient time and intimacy was communities of practice (Lave and Wenger 1991, 
Wenger 1998, and Wenger et al 2002) or workplace communities (Illeris 2011).  
Although only SI.2 explicitly described an organisation which appeared to be managed 
using workplace communities, elements of communities emerged from across all 
interviews and both focus groups.   
 
5.4.1 Perception of HR Departments’ Role within Organisations 
As workplace communities consist of people with shared values (Kakabadse et al 2003) 
and common goals (Wenger 1998), organisational perception of HR functions was felt to 
be relevant to the development of heterogeneous/asymmetrical (Wenger et al 2006, Klarl 
2013) workplace communities that would facilitate transfer of MSc HRM acquired 
knowledge.  This study found that organisational perception of HR functions’ role within 
the organisation had an effect on knowledge transfer from HR cross-organisationally.  
Literature reviewed for this study did not indicate that the perception of HR as a function 
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was linked to the value of new knowledge, nor had it been considered in terms of 
organisational perception of HR.  It might be that organisational perception of HR is the 
barrier preventing knowledge transfer rather than the perceived value of MSc HRM 
acquired knowledge.  Evidence was found which suggested that HR were viewed in a 
secondary rather than primary manner within organisational contexts, only SI.2 indicated 
that HR was considered on equal terms with other organisational functions.  This 
perception emerged implicitly from questionnaire responses where reasons given for MSc 
HRM acquired-knowledge not being transferred were felt to be due to HR functions’ lack 
of credibility across organisations and that managers did not listen to HR advice.  This 
lack of credibility was also raised by three of the four students interviewed and appeared 
to be confined to strategic level decision-making.  Across all research populations there 
was credibility in HR functions’ ability to ensure legal compliance and adherence to HR 
policies and procedures.  At that level HR functions transferred knowledge effectively 
across organisational boundaries (Wenger 1998).  This perception was not just HR’s view 
of the situation as FG.1 (Ops Man) also stated they valued HR in terms of ensuring 
compliance to legislation, policies and procedures. 
 
Perception that HR’s functional role was at transaction and compliance level inhibited the 
transfer of MSc HRM acquired-knowledge at strategic level and prevented its impact on 
decision-making.  Although the majority of evidence pointed towards HR being viewed 
as a transactional, support function, there was evidence where an HR function was 
integrated into the strategic management team and MSc HRM acquired-knowledge was 
transferred at strategic, transformation levels.  Where HR functions were perceived, by 
organisations, as secondary and transitional, then HR professionals transferred 
knowledge elsewhere within their domain of knowledge.  This study found, in terms of 
MSc HRM students, that it appeared that they were motivated to transfer knowledge 
across HR’s domain of knowledge within their University alumni group, an emergent 
community (Wenger et al 2002), which over the course of their programme strengthened 
(Fuller 2007), and via their CIPD branch networks.  CIPD branch networks were set up in 
a formal manner; the domain of knowledge was of value to HR professionals so they 
were motivated to participate, moving to and fro through Wenger’s (1998) approaches to 
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participation, peripheral, marginal or full participation, depending on their needs.  
Individuals within both University alumni communities and CIPD branches worked 
together within an HR domain of knowledge, forming a city of practice (Young et al 
2011) focussed around CIPD rather than workplace organisations.  University alumni had 
studied together over a period of three or more years; they had supported one another 
through assignments, exams and dissertations.  They were used to transferring knowledge 
in a safe environment where organisational issues did not impact.  Both MI.1 and MI.2 
stated they still linked into their alumni for support, advice and guidance; since they 
qualified a number of years ago this indicated an enduring relationship for all concerned.  
All students interviewed and both focus groups spoke of the support they had from their 
University cohort; it would appear that studying together helped develop an enduring 
special peer relationship (Peroune 2007) within a homogeneous domain of knowledge.  
Motivation to transfer knowledge within CIPD branch networks did not appear to be at 
special level, rather at collegial.  CIPD branches covered geographical locations, with 
members comprising HR professionals, University lecturers and retired HR professionals; 
staffed by volunteers, who were HR professionals, a CIPD branch had a wealth of 
professional and academic knowledge to draw on.  It was a safe environment which 
allowed social interaction and practice (Wenger 1998) in which to transfer knowledge 
and seek advice and guidance, a process of guided facilitation (Retna and Pak 2011).  
Once again this was homogeneous/symmetrical (Lave and Wenger 1991, Klarl 2013) 
which reinforced the insular nature of HR’s domain of knowledge which FG.1 (Ops Man) 
had raised. 
 
5.4.2 Participation within Workplace Communities 
Co-participation was vital for workplace communities to exist (Lave and Wenger 1991), 
SI.4 stated that she was not fully engaged with her organisation, however, she also 
described her role within HR as one where she fully participated although only 
marginally (Wenger 1998) across organisational boundaries.  Both SI.1 and SI.3 
described full participation within HR and were attempting to fully participate cross-
organisationally with differing levels of success.  A similar picture emerged from MI.1, 
MI.2 and FG.2 (HR); all were fully engaged within HR, where knowledge transfer took 
  Doctorate of Education, University of Derby 
Helen Corner 187 of 225 September 2017  
place in line with organisational requirements, as well as being enhanced by transferring 
knowledge over and above role requirements.  FG.1 (Ops Man) also indicated that, within 
their own domains of knowledge, they actively engaged in knowledge transfer.  It 
appeared that within organisational functions workplace communities emerged to support 
job performance with full participation by members.  When moving outside functional 
boundaries then participation in knowledge transfer became peripheral or marginal 
(Wenger 1998).  Non-participation within knowledge transfer activities did not emerge 
from this study.  Clearly there was more to workplace community membership than co-
participation; perhaps mutual engagement (Wenger 1998) was a better descriptor of what 
was required within a social community.  All interviewees and both focus groups 
appeared to indicate mutual engagement within their function, ‘living in the world’ 
(Wenger 1998 p.63), if not cross-organisationally, whilst at work.  There was also 
evidence that workplace community members continued to live in their work-world after 
they left their work-place; all interviewees and focus group members interacted with 
University alumni and, in the case of HR professionals, CIPD branches for support and 
guidance.  It appeared that mutual engagement was not just a means to an end, being able 
to meet organisational targets, but a continuation of knowledge transfer activities to 
increase individual knowledge.  This appeared to indicate that the adequacy of 
knowledge transfer was appropriate for continued participation (Fuller 2007), providing a 
novice-to-expert trajectory (Lave and Wenger 1991).  However, when workplace 
communities failed to provide this trajectory there was a danger of negative behaviours 
emerging; motivation to transfer knowledge may only apply where it met individuals’ 
own self-interest.  Although no participants overtly articulated this, some questionnaire 
responses did indicate that raising one’s own profile was a rationale for knowledge 
transfer and MI.1 spoke of a silo mentality which, she felt, prevented knowledge transfer.  
Where such self-interest was not evident or where there was a perception that knowledge 
transfer might damage self-interest, knowledge might be withheld.  Mutual engagement 
could, therefore, be affected by individual motivation and knowledge transfer could be 
used as a tool or a weapon.   
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SI.2 clearly felt he was a member of a heterogeneous (Lave and Wenger 1991, Klarl 
2013) workplace community, with MI.1 indicating that she felt her team worked as a 
homogenous workplace community and FG.1 (Ops Man) discussing this concept in some 
depth.  FG.1 (Ops Man) did not appear to perceive themselves to be members of 
workplace communities, however, they described organisations forming heterogeneous 
teams to undertake projects which appeared to conform to Wenger et al (2002) and 
Illeris’s (2011) view on  workplace communities, common goals, shared practice, co-
participation.  MI.2, SI.1, SI.2, SI.1 and FG.2 (HR) did not appear to consider themselves 
to be members of workplace communities (Juriado and Gustofsson 2007), perhaps due to 
both the emergent nature of their communities and their perception of team memberships.  
However, all described MSc HRM acquired-knowledge transfer taking place in 
‘emerging, non-hierarchical and non-linear groupings’ (Juriado and Gustofsson 2007 
p.55) within inter- and extra-organisational structures, where individuals joined together 
to find ways to transfer knowledge in order to get a job done.  FG.2 (HR) did, however, 
see themselves as members of CIPD branch communities and their University cohort, 
both within the same HR constellation/city (Wenger et al 2002, Young et al 2011) of 
knowledge. 
 
5.4.3 Social Activity, Joint Enterprise and Shared Practice 
In order for knowledge transfer to be maximised it was necessary for it to happen within 
a workplace community, within a social environment (Lave and Wenger 1991, Illeris 
2011).  From an organisational perspective, social activity was designed to transfer 
knowledge, to move individuals from novice-to-expert within commercial environments 
(Lave and Wenger 1991); lines between social activity and joint enterprise were blurred 
within an organisational context.  A move from joint enterprise to a community of people 
who care about a domain of knowledge (Wenger et al 2002) appeared within SI.2’s 
description of his organisation.  This move did not appear to manifest itself with other 
interviewees or focus groups when they discussed their organisations.  It did, however, 
appear when University alumni and CIPD branch networks were discussed.   
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Peroune (2007) felt that in order for knowledge transfer to be effective peer-to-peer 
relationships needed to be collegial or special, the building of which required trust 
(Holste and Field 2010).  SI.1 outlined a work environment which did not appear to 
include trust; SI.4 also did not appear to trust her management colleagues.  SI.3 appeared 
ambivalent in terms of trust (Holste and Fields 2010); he trusted them and felt he was 
trusted (Epstein 2002) for his business-operational knowledge, due to their previous 
relationship, but not his MSc HRM acquired-knowledge.  Work environments where trust 
between HR and the rest of an organisation was not evidenced led to HR retreating into 
its silo and transferring knowledge internally or within external HR communities; 
Wenger’s (1998) ‘shared repertoire’ (p.82) was evidenced by a shared history of 
engagement being disengaged from wider organisational issues. 
 
SI.2 outlined a heterogeneous approach to workplace communities, which appeared to 
mirror elements of matrix management (Garavan et al 2007).  He was the only person 
interviewed who had been moved from a HR role into a cross-organisational role in order 
to transfer MSc HRM acquired-knowledge across functions.  SI.2 stated this approach 
was working; improved T&Cs and performance together with increased profits had 
resulted in a good ROI.  He was clearly motivated by this approach to management and 
indicated the majority of his colleagues were too.  
 
5.4.4 Community Membership 
Within cases outlined by Lave and Wenger (1991), community membership was made up 
of novices and experts who came together to transfer knowledge; the rationale behind 
joining was a desire to learn from more experienced practitioners.  This could describe 
MSc HRM programme cohorts, with student membership being ongoing until 
qualification and tutor membership continuing until retirement or resignation.  MSc HRM 
students had a community identity which was recognised within wider society; they 
carried MSc HRM students as a descriptor and as part of their persona.  With MSc HRM 
programmes approved by CIPD there is a further descriptor, that of CIPD member; 
inclusion within that community is clearly evidenced via membership number and post-
nominal letters.  In contrast, workplace communities emerged from within a group of 
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people who had tasks in common requiring them to work together in order to achieve 
common goals (Wenger 1998).  In this case membership existed whilst working in an HR 
department so was defined by organisational structures and work allocation.  The 
collective nature of a group identity within wider society was less clearly defined.  Those 
working within an HR department could identify themselves as working within HR or by 
naming their organisation or sector.   Within organisations, focus was on individual 
goals; KPI emphasised individuals working in isolation to achieve goals.  However, what 
actually happened was that individuals worked together, transferring knowledge in order 
to maximise achievement of their individual goals, forming workplace communities, 
requiring social interaction (Wenger 1998), to transfer relevant knowledge.  However, 
social aspects did not supersede an individual drive to achieve goals or overcome 
organisational culture.  SI.1 outlined withdrawal from emergent, heterogeneous, 
workplace communities when membership no longer met individual needs.  She also 
outlined how emergent, heterogeneous, workplace communities allowed for knowledge 
transfer that benefited the whole organisation.  SI.2’s organisation’s approach to 
knowledge transfer provided synergy, which benefited the whole organisation, with 
community and practice being inseparable (Zboralski 2009)  
 
In the majority of cases community membership did not need to be formalised; it 
consisted of individuals working together and transferring knowledge (Wenger 1998).  
Therefore, the concept of community membership was difficult to articulate; new 
members elected to join communities, such as CIPD, or could be allocated for work-
related reasons, as in the case of HR functions.  Within an organisational context, 
individuals might belong to one or more community without being aware of their 
membership.  Membership of a multitude of communities was possible (Wenger 1998) 
although each community required ‘investment in one’s identity’ (p.97).  FG.2 (HR) 
described how they were members of their HR team, CIPD and University alumni; this 
raised issues of how membership of multiple communities affected individual identity 
within their work-organisations, as such multiple memberships resulted in blurring across 
boundaries even within the same city (Young et al 2011) and domain of knowledge 
(Wenger 1998).  This blurring resulted in complex learning trajectories and could result 
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in mis-identification (James 2007) due to marginalisation and exclusion, evidenced 
perhaps by interviewees and focus groups expressing concern that HR functions were 
marginalised and excluded from wider organisation issues.   
 
MI.1 and FG.2 (HR) outlined, what might be described as gate-keeping processes 
(Wenger 1998), to regulate workplace community membership.  MI.1’s organisation had 
moved into specialist teams; formal gate-keeping meant that only specialists could be 
members.  This focused all knowledge transfer within specialist, homogenous silos.  MI.1 
described a situation where those within the silo gate-kept, preventing knowledge being 
transferred out.  FG.2 (HR)’s discussions appeared to indicate that gate-keeping was a 
wider issue; it did include hoarding of knowledge by HR, however, they also described 
gate-keeping to keep MSc HRM acquired-knowledge out of cross-organisational, 
heterogeneous workplace communities, gate-keeping which appeared to be as a result of 
power and politics (Huzzard 2004).  
 
5.4.5 Boundaries and Boundary Crossing 
Workplace communities discussed within this study tended to be homogeneous, with the 
exception of SI.2’s organisation where he outlined a heterogeneous structure (Lave and 
Wenger 1991, Klarl 2013).  The homogeneous nature came from HR’s domain of 
knowledge, boundaries set by those who worked or studied within HR, identified by 
jargon used to communicate shared history of stories and connections (Lave and Wenger 
1991, Young et al 2011).  Boundaries and membership were not nebulous, those who 
were insiders knew they were members, those on the outside were also clear where 
boundaries lay.  Boundaries were in place to keep outsiders out and (Wenger 1998) 
insiders in.  This research found that HR appeared to have boundaries across which their 
knowledge was not easily transferred; there was a need to engage across boundaries to 
transfer knowledge.  Where this had not happened then a silo-mentality had emerged 
where knowledge transfer happened within HR teams but movement across 
organisational boundaries became difficult.  This had led to situations where HR was on 
one side of a boundary thinking it was not valued by its organisation, with the rest of the 
organisation on the other side, thinking HR unwilling to transfer knowledge.  
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Lave and Wenger (1991) and Johnson et al (2005) acknowledged that organisational 
boundaries had traditionally reflected organisational structure and politics; this had the 
effect of separating HR functions, with organisational KPI not complementing their role.  
Wenger (1998) felt that most organisations were not designed to encourage interactions at 
team boundaries, with individuals rewarded for focusing on their own individual area of 
responsibility; this was the situation described by all except SI.2.  Therefore, knowledge 
transfer at boundaries was difficult, although not impossible.   
 
5.5 Summary 
 
This study found that willingness to transfer knowledge acquired from MSc HRM 
programmes was in place across all organisations reviewed as part of this study.  Formal 
processes were in place to facilitate this, with staff linking into these as part of their day-
to-day role requirements.  It would appear that MSc HRM acquired-knowledge transfer 
happened as routine in order to ensure the smooth running of organisational functions.  
HR staff were intrinsically motivated to transfer knowledge and would do so within 
organisational boundaries and also within wider HR domains of knowledge: University 
alumni and CIPD branch networks. 
 
Management style influenced knowledge transfer from HR into other functions with 
individual managers appearing to value MSc HRM acquired-knowledge if it could be 
shown to enhance performance.  However, HR functions’ apparent inability to 
communicate in a manner which articulated the value of their knowledge for wider 
business needs also played its part.  Pockets of knowledge transfer were found within all 
organisations forming part of this study.  Within HR functions workplace communities 
emerged; these also moved across boundaries, formally within management teams and 
informally via day-to-day contact between HR and line managers.  Failure from both 
sides of the HR/organisation boundary to understand the needs of one another appeared 
to be the greatest hindrance to cross-organisational knowledge transfer.  Where 
heterogeneous workplace communities existed effective knowledge transfer happened; 
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this was particularly evident within SI.2’s organisation where a formal structure of 
workplace communities was in place to ensure knowledge from across all functions was 
transferred.   
 
Study participants described a business environment in a constant state of flux, the rapid 
rate of change resulting in staff being unsure of their current and future roles within 
organisations.  This had four main implications in terms of knowledge transfer.  Firstly, 
the trust required to transfer knowledge was not being given time to develop within 
teams.  Secondly, workplace communities, both homo- and heterogeneous, could not 
develop sufficient depth before a change in team structure took place.  Thirdly, rapid 
organisation growth necessitated changes in organisational structures which could 
damage or destroy emergent workplace communities.  Fourthly, in organisations that 
were retrenching, future uncertainties drove individuals to hoard rather than transfer 
knowledge.   
 
On the positive side, FG.2 (HR) saw change as an opportunity; during a time of change 
HR function’s role was to focus on changing behaviours and attitudes.  FG.2 (HR) saw 
change as an opportunity to influence organisational culture to one where HR knowledge 
was valued at a strategic level, although they did not articulate how.   All interviewees 
and both focus groups agreed that organisations needed to change in order to develop a 
culture of knowledge transfer, focusing on long term goals.  However, with the exception 
of SI.2, the majority were unable to envisage how this might happen. 
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Chapter 6: Conclusions 
 
6.1 Introduction 
 
This research was designed to explore how knowledge acquired from taught MSc HRM 
programmes is transferred into and disseminated across, workplace environments via HR 
Departments. 
 
The research question was broken down into the following aims:  
 
1. Explore how MSc HRM acquired-knowledge transfers into HR departments 
within workplaces. 
2. Consider the extent to which, if at all, MSc HRM acquired-knowledge is 
further disseminated from HR departments across intra-organisational 
boundaries. 
3. Review which organisational factors, such as culture, politics and 
organisational design, facilitate or hinder MSc HRM acquired-knowledge 
transfer across workplace environmental boundaries. 
4. Consider what drivers motivate MSc HRM students to transfer acquired-
knowledge into and across workplace environmental boundaries. 
 
 Evidence was found that knowledge is transferred from MSc HRM programmes into 
workplace HR functions; this happens in a routine manner as part of job role 
requirements and takes place within homogenous workplace communities.  Evidence was 
also found that transfer from HR functions into wider heterogeneous organisational 
contexts does not happen as routine and is influenced by organisational and individual 
motivational factors.  Ten conclusions were drawn which indicate that, although these 
factors can be considered as separate entities, there is inter-dependence between them.  
Factors affecting organisations, such as strategy or design, have consequences to 
individual motivation and within workplace communities.  In order to maximise MSc 
HRM acquired-knowledge transfer all elements need to be harmonised, however, failure 
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to harmonise does not mean that organisations cannot perform, but that performance will 
be at sub-optimal level. 
 
This chapter outlines the conclusions, in light of the research question, and considers the 
impact of the findings on professional practice and makes recommendations which would 
enhance MSc HRM programmes within University environments. 
 
6.2 Research aim 1: Explore how MSc HRM acquired-knowledge transfers into HR 
departments within workplaces. 
 
McLaughlin et al (2008) suggests that knowledge is only transferred if it is felt to be of 
value.  The starting point for these conclusions is whether MSc HRM acquired-
knowledge is felt to be of value within organisational contexts. 
 
6.2.1 Conclusion No.1: MSc HRM acquired-knowledge is valued by, and adds value to, 
organisations and students. 
MSc HRM acquired-knowledge was found to be valued by all research participants who 
were studying, or had previously studied, on a programme.  They valued academic input 
and its relevance to their work environment.  Learning outcomes were felt to be relevant 
and added value to their working lives.  Within HR functions, MSc HRM acquired-
knowledge is valued, with managers clearly indicating that staff performed more 
efficiently as a result of their studies; MSc HRM graduates also developed greater self-
confidence (Chirowottanaky and Ractham 2016), which appears to be linked to their 
studies.  This phenomenon was not solely an MSc HRM one, as operational managers 
studying for their MBA reflected the value of studying at Masters level and also felt they 
had grown in self confidence.   Evidence was found that studying for Masters 
qualifications linked to professional disciplines was valued by both participants and their 
managers (CBI 2009, CBI 2012, Artess et al 2014).  However, there was an element of 
bias within this research which prevents generalisation across all organisations.  Bias was 
built into the research methodology as all student participants were studying for an MSc 
HRM and both managers had already achieved this and were sponsoring staff on 
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programmes.  Therefore, they could be said to have a vested interest in perpetuating the 
continuing value of this qualification, acting as ambassadors for their qualification and 
University (Kalika et al 2016).  Operational managers, who participated in this research, 
were studying for an MBA so were perhaps atypical. 
 
Operational knowledge, which assisted in undertaking day-to-day tasks associated with 
job roles, was identified as of highest value.  Knowledge that could be clearly shown to 
link to organisational KPI was found to be of value (Pemberton and Stonehouse 2000, 
Rhodes et al 2008) as direct links to organisational performance could be seen.  However, 
knowledge at a level which added the same value to organisational performance could be 
acquired via a series of L&D activities outside of formal qualification, linked to CIPD 
requirements, via distance or work-based learning programmes.  However, this study 
found that attendance on a formal MSc HRM programme added more than operational 
knowledge to individual development.  All research participants, who were also HR 
professionals, indicated that MSc HRM attendance led to increased self-confidence, 
improved performance and a desire to learn more.  Therefore, MSc HRM students not 
only acquired knowledge but also, based on their increased self confidence and improved 
performance, appeared to develop an objective approach to research and improved their 
ability to critically analyse. 
 
Evidence was also found of the value, within an individual and organisational context, of 
communities of learning that emerged as part of MSc HRM attendance.  This came about 
via socialisation and support received from membership of University cohorts; evidence 
for this came from both MSc HRM and MBA students.  Research participants indicated 
that they linked into these cohorts for continued advice and guidance throughout their 
studies and after qualification as part of professional networks (Wenger 1998, Kakabadse 
et al 2003).  
 
Attendance on MSc HRM programmes, therefore, not only ensures relevant professional 
knowledge is acquired but also that individuals develop professionally and are linked into 
relevant networks, all of which help workplace performance.  Although this study 
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focussed on MSc HRM programmes this phenomenon was likely to be equally applicable 
to all Masters level programmes linked into organisational and professional practice 
(Kalika et al 2016). 
 
6.3 Research aim 2: Consider how MSc HRM acquired-knowledge was further 
disseminated from HR departments across organisational boundaries. 
 
6.3.1 Conclusion No.2: There was a lack of effective organisational evaluation of MSc 
HRM acquired-knowledge within organisations which prevented full utilisation of such 
knowledge 
There was no evidence found of evaluation of MSc HRM acquired-knowledge into 
workplace environments within any organisation included within this study.  There was 
evidence of an expectation that MSc HRM acquired-knowledge transfer would happen 
routinely as part of workplace interactions and performance management processes.  The 
majority of research participants did not speak about formalised evaluation; others spoke 
of generic processes, such as follow-up sessions and discussions around MSc HRM 
acquired-knowledge.  This finding indicates that knowledge transfer from MSc HRM 
programmes is considered to be routine and there is an expectation that it will take place, 
at reaction (Kirkpatrick 1959) or proving (Easterby-Smith 1997) levels.  However, 
without formalisation of processes no measurement of the effectiveness of MSc HRM 
acquired-knowledge or its transfer into organisations could be made.  There was no 
explicit evidence found to show that formal organisational processes were in place to 
evaluate the value of MSc HRM acquired-knowledge within organisational contexts.  
This is concerning because research participants stated that, they felt, in order for MSc 
HRM acquired and other HR knowledge to be valued it needs to be shown to add value 
cross-organisationally, its ROI (Kirkpatrick 1959, Easterby-Smith 1997). 
 
Another finding that caused concern is a level of evaluation that emerged that had not 
appeared within the models considered as part of the literature review, that being apathy.  
A number of research participants indicated that their managers failed to ask about 
progress on MSc HRM programmes and in a few cases participants felt that their 
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managers were actually unaware they were studying for an MSc HRM qualification.  
This is a finding that could have a longer term impact for MSc HRM programmes as if 
organisations were not evaluating the worth of such programmes and managers appear 
apathetic towards them, their continued funding via organisational training budgets could 
be at risk (Kalika et al 2016). 
 
6.3.2 Conclusion No.3: Organisational perception of HR functions did influence 
motivation to transfer acquired-knowledge using heterogeneous workplace communities. 
Organisational perception of MSc HRM acquired-knowledge  
Some evidence was found that there is tension between work environments and academia 
which led to a questioning of the relevance of MSc HRM acquired-knowledge.  
However, this tension appears to be linked to the use of language rather than knowledge 
or its source.  SI.3 stated he needed to take the theory out of conversations; this aspect 
also emerged as relevant when looking at communications and the use of HR jargon.  In 
order for this to improve, links to common goals and shared values (Wenger 1998, 
Kakabadse et al 2003) is required. 
 
Generally, however, evidence was found that within organisational contexts, the value of 
MSc HRM acquired-knowledge is mixed.  This evidence came via interviews and focus 
groups where participants described knowledge transfer processes within their own 
organisations.  Within the boundaries of this study, a picture emerged where 
organisational managers did not distinguish between MSc HRM acquired-knowledge and 
HR functional knowledge.  HR professionals have knowledge which is utilised by 
organisations to meet strategic KPI; as long as the knowledge is used in that manner it is 
valued, a view which appeared to apply to MBA acquired knowledge too.  Organisations 
value knowledge that drives strategy (Wagner 2003, Whittingham and Dewer 2004) 
whatever its source.  Within an organisational context, therefore, once MSc HRM 
acquired-knowledge was embedded within an HR function it was seen as HR knowledge 
and not MSc HRM acquired-knowledge per se, its perceived value being linked to 
organisational effectiveness rather than its source (Hall 2001, Lang 2004). 
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6.3.2.1 Perception of HR departments’ role within organisations 
As stated earlier MSc HRM acquired-knowledge merges with and is embedded within 
organisations, and then viewed as HR knowledge.  Evidence was found that transfer of 
HR knowledge cross-organisationally is influenced, in part, by the perception of HR 
departments within each organisational context.  Evidence was found that HR 
departments, and the professionals that worked within them, felt they were not listened to 
unless they were transferring knowledge in relation to legal or compliance issues.  HR 
knowledge was found to be valued at this level and where it was found to enhance 
organisational strategy. 
 
Most participants spoke, either explicitly or implicitly, of HR departments that were 
perceived as a support rather than a core function.  This perception changed when HR 
departments could be seen as understanding the core role of their organisations, as in the 
case of SI.3, whose credibility was increased due to his previous operational role and his 
ability to communicate using operational language.  The only organisation, within this 
study, which perceived HR as core, had developed heterogeneous workplace 
communities with a common language and shared practices (Hall 2001, Wagner 2003, 
Whittingham and Dewer 2004).  A finding from this study was, therefore, that HR 
departments’ ability to transfer knowledge cross-organisationally relies on its perception 
within individual organisational contexts.  This perception may be a result of 
organisational culture, however, HR functions are able to influence this perception.  
Influence comes from an ability to communicate in operationally specific language rather 
than language that reflects a focus on legal compliance.   
 
It appears, from this study, that there is a dilemma within the majority of HR departments 
and HR professionals who participated.  All HR professionals involved in this study had 
acquired knowledge at Masters level; this knowledge was not only HR specific but linked 
into business practices too.  This was a requirement of CIPD (2013) in line with their 
research.  Therefore, those HR professionals who achieved MSc HRM qualifications felt 
able to engage within strategic decision-making discussions; this was, they felt, to be 
their right, based on their level of qualification.  Evidence for this came from FG.2 
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(HR)’s view that during organisational change HR departments would be able to drive 
change forward.  This view appears to be based on organisations realising their HR 
functions have the ability to manage change, rather than HR departments actively 
engaging within cross-organisational heterogeneous activities prior to any change process 
manifesting itself, a somewhat naïve assumption as they indicated they took their 
knowledge back into organisations, which appeared to view HR as a support function, not 
automatically assuming involvement in core decision-making.  Unless, as in the case of 
SI.2’s organisation, a strategic decision is made to change organisational structures and 
HR functional roles, HR departments need to accept that their HR knowledge on its own 
does not entitle them to participate at strategic level.  Once this is accepted then, as SI.3 
had done, a change in approach to cross-organisational communication is required, a 
change that focuses on translating HR language into that which is operationally 
acceptable (Bruner 1990) in order to gain maximum competitive advantage (Altman and 
Iles 1998). 
 
This research found that all research participants felt they worked within organisational 
environments which were involved in rapid and ongoing change.  It also found that MSc 
HRM students had acquired knowledge around change management and, as expressed by 
those HR professionals participating in this research, were willing to be involved in and 
take the lead on change management initiatives.  It can, therefore, be concluded that, with 
a change in perception, HR could drive change forward.  However, this change in 
perception must be driven by HR functions themselves and must begin with HR changing 
its manner of communication to one that reflects organisational rather than HR priorities 
(Whittingham and Dewer 2004). 
 
6.4 Research aim 3: Review which organisational factors, such as culture, politics 
and organisational design, facilitated or hindered MSc HRM acquired-knowledge 
transfer across workplace environmental boundaries. 
 
6.4.1 Conclusion No. 4: Organisational strategy influences knowledge transfer activities 
but does not define it. 
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All research participants agreed that, whatever their organisational strategy, they felt 
senior managers thought it was the best one to drive business forward (Haberberg and 
Rieple 2001, Johnson et al 2005), with the majority of HR professional participants also 
agreeing that it is HR functions’ role to support rather than influence strategy.  Two 
instances were found where organisational strategy deliberately sought to maximise 
knowledge utilisation (Wagner 2003) cross-organisationally.  In one case (MI.1) a 
deliberate strategic decision had been made to place HR and other subject experts into 
specialist teams.  The rationale behind this move had been to ensure expert homogeneous 
workplace communities (Lave and Wenger 1991, Klarl 2013) which would lead to the 
generation of new knowledge.  The individual homogeneous workplace communities 
would transfer knowledge at boundary encounters (Wenger et al 2002), creating an 
organisational city of knowledge (Young et al 2011).  However, a second strategic 
decision prevented this from happening.  This created a situation where members of staff 
inside the expert workplace communities found themselves in a position of holding 
unique knowledge, this knowledge giving them power (Garavan et al 2007).  There was a 
perception, amongst the workforce, that decisions to reduce expenditure might lead to 
downsizing and, ultimately, redundancy.  In such a situation the homogeneous workplace 
communities were motivated to put measures in place to gate-keep their knowledge in 
order to ensure their employment was secure (Iyer and Ravindran 2009).  The second 
instance where organisational strategy deliberately impacted on knowledge transfer was 
(SI.2) where heterogeneous workplace communities were built into the organisational 
structure leading to longer term KPI, with a resultant improvement in T&Cs and 
organisational performance: indicating a good ROI and, at the time of this study, 
heterogeneous workplace communities appeared to be functioning well but were still at 
an embryonic stage.   
 
Evidence shows that MSc HRM acquired-knowledge increases strategic knowledge 
(Nonaka 1991), outlined by interviewees and focus groups as knowledge that allows 
them to work at higher levels of an organisation, making decisions that affect the future 
direction of that organisation.  However, with one exception, no evidence was found of 
HR professionals pro-actively seeking out opportunities to use strategic knowledge 
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(Holste and Fields 2010).  Rather they appear passive in terms of organisational strategy, 
reacting when required to.  This passive approach appears to frustrate the majority of HR 
professional research participants, who felt they could offer more but did not actually 
(Kalling 2003) appear to understand how to achieve this aim.  It was, therefore, 
concluded that although organisational strategy is complex and diverse (Johnson et al 
2005), MSc HRM acquired-knowledge transfer would take place if strategy supported it 
(Pemberton and Stonehouse 2000, Rhodes et al 2008).  It follows that as MSc HRM 
acquired-knowledge was designed to support organisational strategy and that research 
participants believed their organisational strategy was designed to maximise 
organisational success then failure to transfer HR knowledge cross-organisationally was 
due to other factors. 
 
6.4.2 Conclusion No. 5: Organisational culture does impact on individual motivation to 
engage in MSc HRM acquired-knowledge transfer activities. 
Research participants worked in organisations with a variety of cultures; evidence was 
found that culture did impact on HR functions’ ability to transfer knowledge cross 
organisationally.  It emerged that HR’s role within their organisations’ culture was 
perpetuated via stories (Peet 2011), which emerge from outside HR (Garvey and 
Williamson 2002).  These stories were outlined as relating to weaknesses and failures 
rather than strengths and success.  As this research did not use narrative data gathering 
techniques it is only possible to comment on research participants’ perception of these 
stories, and their belief that stories reinforced HR’s support function, its role in 
compliance and disciplinary issues.    
 
Therefore, organisational culture, and its impact on MSc HRM acquired-knowledge 
transfer, was found to be relevant (Garvey and Williamson 2002).  Research participants 
who outlined autocratic cultures (Altman and Iles 1998) which focus on short term KPI 
were less likely to transfer knowledge altruistically, whereas those who described 
facilitative cultures did (Nonaka 1991).  Where changes in culture occurred (MI.1, SI.2) 
there was evidence of a change in knowledge transfer activities.  This study found that in 
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order for knowledge transfer to move from a routine day-to-day activity, into something 
that provided synergy, a facilitative culture was required (Garvey and Williamson 2002). 
 
6.4.3 Conclusion No. 6: Line Managers play a pivotal role in ensuring effective MSc 
HRM acquired-knowledge transfer within organisational contexts. 
The study found evidence of the pivotal role played by line managers in relation to 
knowledge transfer (Juriado and Gustafsson 2007, Zboralski 2009, Illeris 2011).  It is too 
simplistic to state that management involvement in knowledge transfer activities reflects 
organisational culture, although evidence was found that this is generally true 
(Whittington and Dewer 2004).  Evidence was also found that managers are motivated to 
achieve KPI, their own and their teams’; where managers see links between knowledge 
transfer activities and achievement of KPI, then knowledge transfer is facilitated (Wagner 
2003).  Of course, the reverse is true, lack of understanding of the correlation between 
knowledge transfer and achievement of KPI means barriers are erected (Kakabadse et al 
2003).  Knowledge transfer was stated by research participants to be influenced, to some 
extent, by the quality line managers and their ability to manage; this study found 
managers are viewed in quite a negative manner by the majority of research participants.  
This did not just manifest itself within views expressed by HR professionals but by 
managers themselves.  All those being managed indicated that their managers lack the 
ability to manage effectively, were promoted based on technical rather than managerial 
skills and received little or no management training.  This appeared to be true across all 
organisations involved in this study.  From a cynical point of view it might be considered 
that staff would always question managers’ ability, however, the same view was 
expressed by managers too, who felt they had been promoted due to their operational 
knowledge rather than their ability to manage.  If, as this study indicates, managers do not 
have the skills required to manage, then their ability to value the link between knowledge 
transfer and improved performance could be to be impaired. 
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6.4.4 Conclusion No 7: Organisational design did not have a detrimental effect on 
acquired-knowledge transfer activities. 
No evidence was found from this study that organisational design per se influenced 
knowledge transfer from HR functions across organisational boundaries.  HR functions, 
within organisations linked to this study, were housed in a variety of ways, however, 
although these different configurations influence the manner in which knowledge is 
transferred, in terms of face-to-face or via CITS, it does not impact on the level of 
knowledge transferred.   Individuals wishing to come together to transfer knowledge 
found a way around physical organisational design issues.  This applies to homo- and 
heterogeneous workplace communities, the rationale behind knowledge transfer being 
one of improved performance.  This finding appears to be contrary to literature reviewed 
for this study which indicates structures do have an impact on knowledge transfer 
activities (Albers and Jerk 2004, Curedo 2006)   
 
6.4.5 Conclusion No. 8: Effective knowledge management processes do not appear to 
influence MSc HRM acquired-knowledge transfer activities 
In reality, this study found that MSc HRM acquired-knowledge was transferred within 
HR workplace communities as a routine expectation of HR professionals’ roles.  
Confirming that HR functions are learning functions (Senge 1990) with individuals 
transferring knowledge in a team environment (Nonaka 1991).  Knowledge held by HR 
functions consists of more than MSc HRM acquired-knowledge and, once integrated, is 
not easily isolated and becomes HR-knowledge.  Knowledge transfer occurs, within 
workplace communities (Lave and Wenger 1990, Wenger 1998, Wenger et al 2002, 
Illeris 2011), because everyone benefits from collaborative transfer (Nielsen 2009) as all 
are able to perform more efficiently and effectively.  Knowledge transfer at this level was 
found to be effective with all research participants transferring knowledge within their 
HR homogeneous function but not necessarily routinely across heterogeneous functional 
boundaries.  Evidence suggests that HR professionals are excellent at transferring 
knowledge within their function but appear to be less able to transfer cross-
organisationally, leading to a silo mentality.  This silo mentality was not found to be 
totally an HR issue and was acknowledged to exist by those who worked outside HR 
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functions.  Operational Managers indicated they perceived those working within 
organisational HR functions as different and as not working towards organisational goals, 
focusing inwardly on micro issues rather than macro organisational ones.  HR 
professionals do not perceive themselves in this manner and do not understand this 
perception; they feel they work hard to ensure that their organisation meets legal 
requirements and are willing to participate in any HR related issues as and when they 
emerge.  Data gathered for this study suggests that HR professionals generally perceive 
that their knowledge is not considered of relevance unless there is a legal compliance 
issue to be addressed; this appears to be reinforced by operational managers, who confirm 
that they only seek knowledge transfer from HR around legal compliance issues.  
However, evidence was also found which suggests that this perception is not totally 
accurate.  Rather, it appears that there is a failure to communicate across functional 
boundaries, failure to work together (Nielsen 2009).  However, where heterogeneous 
workplace learning communities exist, knowledge transfer cross-organisationally does 
occur (Wenger et al 2002).  The perception of HR’s functional role was found to be 
concerned with legal compliance, which appears to influence how HR functions are 
motivated to transfer knowledge outside their domain of knowledge, as well as those 
outside of HR functions being motivated to seek HR knowledge in an ongoing manner. 
 
6.5 Research aim 4: Consider what drivers motivate MSc HRM students to transfer 
knowledge into and across workplace environmental boundaries. 
 
6.5.1 Conclusion No 9: Individual motivation to transfer knowledge is both intrinsic and 
extrinsic and influenced by organisational factors 
Individual motivation to engage in knowledge transfer activities was found to be complex 
and influenced by a variety of factors related to organisations, such as culture and power, 
trust and socialisation. 
 
Evidence was found from across all study participants that individuals were motivated to 
transfer MSc HRM acquired and other knowledge as part of their role and to meet 
performance management targets, because they trusted their colleagues (Holste and 
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Fields 2010). This aspect is embedded within role requirements to such an extent that 
some research participants did not perceive they were transferring knowledge just 
undertaking what is expected as part of their peer relationships (Peroune 2007).  
 
All research participants indicated a willingness to engage in knowledge transfer 
activities in order to increase the sum of organisational knowledge and enhance 
performance at strategic level.  However, less evidence was found to indicate that 
individuals transferred MSc HRM acquired-knowledge for the satisfaction of sharing 
knowledge.  Although there was less evidence to support this, there were still significant 
instances found where individuals were motivated to transfer knowledge for the sole 
purpose of increasing workplace communities’ pools of knowledge.  However, such 
knowledge transfer activities are an expected part of organisation activities, so whether 
individuals are motivated to transfer knowledge in order to enhance workplace 
community knowledge or in order to meet their performance requirements could not be 
ascertained.  Where evidence was found of individuals motivated to transfer knowledge, 
outside of role performance, that motivation was found to be fragile and easily damaged.  
Instances where MSc HRM acquired-knowledge transfer did not take place due to a lack 
of individual engagement with organisations were cited.  Lack of engagement also affects 
motivation to transfer knowledge from within HR functional, homogeneous workplace 
communities (Lave and Wenger 1991, Klarl 2013), into cross organisational 
heterogeneous communities.  In the latter case, lack of engagement was found to be 
linked to organisational perception (Hazard 2004) of HR functions and was also reflected 
in a lack of motivation by operational managers to engage with their HR teams. 
 
Where individuals were found to be fully engaged with their organisation, motivation to 
transfer MSc HRM acquired and other knowledge is influenced by the behaviour of those 
in receipt of the knowledge.  This was found to manifest itself in recipients’ perceived 
lack of willingness to accept proffered knowledge, which stops further knowledge being 
transferred.  However, evidence was also found where motivation to transfer knowledge 
resulted in an individual reassessing and adjusting the means and methods used to 
transfer MSc HRM acquired-knowledge.  Motivation was also found to be affected by the 
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ability to link MSc HRM acquired-knowledge into ROI.  Failure to link into short term 
KPI was found to impact on both sides of knowledge transfer relationships, with the 
majority of research participants indicating that a drive to achieve short term KPI kept 
knowledge transfer at information peer relationship (Peroune 2007).   
 
6.5.2 Conclusion No 10: Workplace, and other learning, communities, were effective 
methods of transferring MSc HRM acquired-knowledge. 
An initial finding was that, whilst studying, MSc HRM students formed communities 
(Lave and Wenger 1991) within their University cohorts.  This enables them to share 
experiences and support one another; the rationale behind this sharing and support is 
altruistic: forming emergent homogeneous communities which are consolidated over a 
three year time-span (the duration of an MSc HRM part time taught programme).  Once 
students have achieved their MSc HRM qualifications these communities appear to 
continue, with members seeking advice, guidance and support from one another (Lave 
and Wenger 1991), either in addition to, or instead of, workplace alternatives.  The 
longevity of these communities is not known although both MI.1 and MI.2 refer to 
linking back into their MSc HRM programme cohort for advice and guidance.  Within 
large organisations, where functional responsibilities have been divided into separate 
divisions, HR departments tend to sit apart from core business and HR professionals link 
into homogeneous HR communities rather than cross-organisationally.  In such cases HR 
professionals are part of two communities (James 2007), their University cohort and their 
HR department, within one domain of knowledge (Wenger et al 2002).  In such instances 
communities tend not to extend into wider organisational functions, being an HR-only 
environment rather than an organisational one.  Such communities appear to develop 
alongside organisational structures with individuals seeking advice and guidance from 
within a tight HR domain of knowledge (Lave and Wenger 1991). 
 
Evidence was found that individuals, who participated in this study, were linked into 
communities in a variety of ways.  There are homogenous (Lave and Wenger 1991, Klarl 
2013) workplace communities formally set up by organisations, also homogenous 
emergent workplace communities within teams and learning communities built around 
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HR’s domain of knowledge and linked to University cohorts and professional bodies.  
These communities integrated HR-knowledge and link into a HR city (Longworth 2006) 
to enhance HR’s domain of knowledge.  The strength of these communities was not 
visualised at the start of this study and emerged at the qualitative interview stage.  This 
phenomenon is not confined to MSc HRM programmes, rather it appears to be relevant 
for other programmes of study.  FG.1 (Ops Man) who were studying for an MBA also 
spoke of support from their University cohort.  Whether this is limited to higher level 
programmes linked into professional practice could not be ascertained.  It appears that for 
some participants this is the primary community where knowledge transfer takes place in 
an ongoing manner; special peer relationships have been developed and enduring.   
 
Other communities, outside of organisational structures, were also found to be important 
in terms of knowledge transfer: local CIPD branches.  The knowledge transfer was 
similar to University cohort/alumni learning communities in as much as it related to HR 
issues.  There is also a commonality around membership, with those working within a 
geographical area, tending to study at the same University and belong to the same CIPD 
branch (Young et al 2011).   CIPD branches are staffed by experienced, volunteer HR 
professionals, where specific or ongoing advice can be sought and where mentoring 
schemes are provided.  Although not utilised as much as University cohort/alumni, those 
HR professionals interviewed, as part of this study, were all involved with it.  Both these 
types of community are outside organisationally-based knowledge transfer processes, 
both are used to enhance organisational knowledge transfer (Sanchez and Heene 1997) by 
discussing best practice (theory) and best fit (application) within differing organisational 
contexts.   
 
All organisations involved in this study were fixed hierarchical structures which focus on 
achieving KPI.  Organisations were pluralist (Jewson 2007) in nature which led to 
decentralised structures of teams and departments, with clusters or cliques of knowledge, 
power and influence; this power and influence remains within a vertical structure, which 
is at odds with emergent workplace communities’ horizontal nature.  Managers and staff 
are driven to maximise productivity, in the majority of cases failing to appreciate 
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workplace communities as a productive strategy which allows for knowledge transfer to 
take place.  Where strategy decisions have been made to use workplace communities 
there were mixed results, one was embryonic and showing signs of success, the other had 
been affected by another strategic decision which drove the community inwards into a 
silo.     
 
Within the boundaries of this study each organisation appeared to have a number of 
emergent workplace communities (Lave and Wenger 1991) already in place although 
their existence did not appear to be easily recognised or articulated.  It was also found 
that workplace community members are often unaware of their membership (Juriado and 
Gustafsson 2007), using terms such as team, function or department rather than 
community, then describing membership in terms akin to Wenger et al’s (2002) criteria 
of workplace community membership.  Within HR functions there are more formalised 
knowledge transfer initiatives taking place; these involve collegiate peer relationships 
(Peroune 2007), knowledge transferred from expert-to-novice, novice-to-expert and 
novice-to-novice as required to achieve team goals, effective homogeneous workplace 
communities.  However, a lack of effective collaboration across community boundaries 
was also found, which means knowledge transfer cross-organisationally into 
heterogeneous communities was inhibited.  Formalised workplace communities were 
evident within one organisation with management providing resources; it appeared that in 
this instance management had the balance (Akkerman et al 2008) between providing 
resources and management at the right level.  The balance between social interaction and 
practice ensures knowledge transfer is effective. 
 
At the heart of workplace communities are a common set of goals and organisational 
practices (Kakabadse et al 2003) resulting in a domain of knowledge, which is 
transferred, reflected upon, reified and internalised (Wenger 1998) by members in order 
to meet common organisational goals.  Research participants were found to form 
workplace communities, however, these communities are within HR functional 
boundaries rather than cross-organisationally.  Research participants were, with one 
exception (SI.2), internally focused on HR issues.  This resulted in MSc HRM acquired-
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knowledge transfer remaining inside HR’s homogeneous community (Lave and Wenger 
1991, Klarl 2013) or being shared within HR’s city (Longworth 2006), University alumni 
and CIPD Branches.  Knowledge is retained within HR rather than transferred cross-
organisationally: links between HR’s domain of knowledge and business needs remaining 
at operational compliance level.  
 
6.6 Summary 
 
Ten conclusions were drawn across the four research questions.  The first research aim 
was to ascertain whether MSc HRM acquired-knowledge is transferred into HR 
departments within workplaces, this was found to happen within those organisations 
included within this study.  It was also found that this knowledge is valued by those in 
receipt of it.  However, moving onto the second research aim, it was found that further 
dissemination of MSc HRM acquired-knowledge, across organisational boundaries, did 
not happen consistently and was influenced by a lack of evaluation of how MSc HRM 
acquired-knowledge can be utilised within organisational contexts.  This was further 
exacerbated by organisational perception of HR’s role and MSc HRM acquire-knowledge 
and how this could be used to organisational advantage.  These could be considered two 
sides of the same coin, evaluation of MSc HRM acquired-knowledge would evidence its 
value within organisational contexts, thereby improving organisational perception of it. 
 
 Organisational factors, considered within research aim 3, fell into two categories; those 
that had an impact and those that did not.  Organisational design issues and knowledge 
management systems were not found to have an impact on MSc HRM acquired-
knowledge transfer activities.  If staff were motivated to transfer knowledge they would 
find ways to do so within their organisational context.  Organisational strategy was found 
to influence MSc HRM acquired-knowledge transfer activities but not to define it.  
Organisational factors that were found to have an impact on individual motivation to 
transfer knowledge were organisational culture and the role of line managers. 
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Drivers that motivate MSc HRM students to transfer knowledge, research aim 4, were 
found to be complex, motivation was an individual issue and both intrinsic and extrinsic 
in nature.  However, work-place communities were found to be an effective method of 
motivating individuals to transfer knowledge across organisational boundaries.  
 
6.7 Limitation of study 
 
It is possible that the findings from this study could potentially transfer into other 
organisation and academic contexts, however, there are four primary limitations to this 
study.  Firstly, an important limitation was that it focused on a single organisational 
function, that being Human Resource Management, and a single source of knowledge 
being transferred, that being CIPD approved MSc HRM.  This raises the possibility that 
the findings only relate to the transfer of knowledge from MSc HRM programmes into 
Human Resource Functions.   This could, potentially, prevent the generalisation of these 
results into knowledge transfer from academia into other organisational functions. 
 
Secondly, the research took a two-tailed case study approach, focusing on a transferring 
population studying on CIPD approved MSc HRM programmes with recipients’ 
population being organisations within the same geographical area.  This approach meant: 
1. The focus on CIPD approved programmes prevented links into MSc HRM and 
other Masters level HR qualifications to be included within the research. 
2. Links were not made into CIPD advanced level programmes delivered by training 
providers that are not linked to a University Centre.  Some of these programmes 
are delivered within work-places or as work-based programmes.  Considering 
transfer of knowledge from these programmes into organisational contexts might 
have drawn differing conclusions.  However, differentiating between knowledge 
transferred from the taught aspect as opposed to the work-based ones would have 
been difficult and could have skewed the results. 
 
Thirdly, the study took place within one geographical area of the UK, the decision to 
focus on University Centres within a geographical area was taken as it was felt external 
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environmental factors would be similar and prevent bias.  However, it must be 
acknowledge that replicating the study within a different geographical area, with differing 
external environmental factors, might affect the results.  A resultant limitation of focusing 
on a single geographical area was the small number of research participants included 
within the study. 
 
The above limitations had been considered during the planning process and a decision 
made at that stage that the focus on MSc HRM related knowledge transfer was the prime 
focus of the research.  However, the fourth limitation, which had not be foreseen, was the 
lack of operational managers volunteering for the interview stage.  Both managers who 
volunteered to be interviewed were HR managers who had a CIPD approved MSc HRM 
qualification, this limited the focus into HR’s domain of knowledge.  This limitation was 
mitigated to some extent by FG.1 (Ops Man) who were operational managers.   
 
6.8 Impact of this research on professional practice 
 
The rationale behind this research project was to ascertain the extent to which MSc HRM 
acquired-knowledge is disseminated across workplace organisations.  Professional 
practice, within this context, falls into two areas, MSc HRM programme staff and HRM 
staff.  The former influences the latter in terms of being a driver of knowledge transfer 
activities, via MSc HRM programmes.  In order for knowledge transfer activities to be 
seen as a routine expectation across heterogeneous work place boundaries it is necessary 
for this to be modelled within University Centres.  As a result of this research, University 
Centre A combined MSc HRM and MBA students at dissertation stage.  Each group of 
students was required to present their dissertation plan to the opposite group.  This 
provoked discussion between HR professionals and operational managers across 
organisational boundaries; anecdotally both groups indicated they valued the discussion 
as it had allowed them to view their dissertation topic as a holistic organisational issue 
rather than confined within their own discipline.  This small experiment indicated that 
there was a willingness to discuss issues cross-organisationally within an academic 
environment.  Therefore, a method of embedding cross-organisational communication via 
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academic programmes might be for more collaborative delivery across disciplines.  It was 
felt there were two potential outcomes from this experiment.  Firstly, it will help HR 
professionals, who might struggle to translate their knowledge into a language that is 
organisationally acceptable, and help other managers to understand the value of MSc 
HRM acquired-knowledge when it was translated into organisationally specific HR 
knowledge.  Secondly, if cross-programme activities are embedded within University 
programmes it is possible that on-going heterogeneous leaning communities may emerge. 
 
Building in collaborative working within University environments will facilitate the 
transfer of MSc HRM acquired-knowledge cross organisationally as all participants 
would be used to working within a heterogeneous community.  Other organisational 
managers studying for various Masters level qualifications in management, marketing, or 
finance, would become more aware of the value of MSc HRM acquired-knowledge and 
how it can be used to inform organisational strategy, thus leading to a knowledge creating 
spiral (Nonaka 1991). 
 
6.9 Dissemination of findings 
 
Professional practice covers educational, HR professionals and organisational managers, 
therefore, dissemination of findings requires a multi-faceted approach.  In order to reach 
all three groups both formal and informal means of dissemination needs to be considered.  
The starting point for dissemination is colleagues within University Centres A, B and C, 
where this study was undertaken.  This allowed for an informal approach with knowledge 
being transferred as findings evolved; it also allows for an iterative process of absorbing 
newly generated knowledge, consisting of frequent discussions and integrations in a 
collegial manner, building cross disciplinary knowledge transfer into programme design 
and used to inform delivery.   
 
In order to reach HR professionals, who appeared reluctant to access academic journals, I 
arranged for two ‘summer schools’ to be delivered.  These covered organisational design 
and knowledge management.  This enabled the knowledge gained from my research to be 
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disseminated direct to HR professionals. These events will be replicated and added to.  I 
have also presented a workshop to the CIPD branch based on knowledge transfer. 
 
Findings also need to be disseminated via peer reviewed journals and conferences, both 
educational and HR focussed.  To this end application to present at BERA Conference 
2018 will be submitted; this will allow for the importance of ensuring MSc HRM and 
other professional programmes include cross organisational knowledge transfer as a 
means to drive strategic directions.  In terms of publication this thesis covers both human 
resource management and knowledge transfer; evidence was found that effective 
knowledge transfer processes do not prevent barriers appearing.  It is, therefore, felt that a 
journal that is aimed at HR professionals allows for these issues to be explored, such a 
journal is Human Resource Management and an application has been made for 
publication of a paper.  However, as evidence was found that HR professionals are not 
inclined to link into academic journals an approach to link directly into HR’s domain of 
knowledge needs to be taken.  Application to CIPD’s Conference for Applied Research is 
not possible pending acceptance for BERA 2018, however, dissemination to practitioners 
via CIPD branch events is.  Applications have been made to hold master classes on the 
topic of dissemination of HR knowledge cross-organisationally and include them within 
local programmes of events.  
 
6.10 Further research leading on from this study 
 
6.10.1 Action Learning Research within a University Centre 
Universities, that run professional business related programmes, tend to run these as 
stand-alone programmes linked into relevant professional standards.  The small 
experiment conducted at the end of this research indicates that teaching across 
disciplinary boundaries might add value to all disciplines involved and help build 
heterogeneous workplace communities that could be transferred back into work 
organisation.  The research would need to be an iterative study.  Ideally the disciplines 
involved would include HR, Management, Finance, Marketing and Operation. 
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6.10.2 Review of a work organisation that is designed in a heterogeneous community 
basis 
SI.2’s organisation had recently been redesigned along heterogeneous lines, although was 
still at an embryonic stage of development.  It would be useful to evaluate how this 
redesign continued to work in practice and if, within this organisation, heterogeneous 
workplace communities were continuing to thrive and, if so, why. 
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